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ABSTRACT 
Foreign Language Classroom Anxiety (FLCA) is considered a situation-specific 
anxiety experienced in the context of the foreign language classroom (MacIntyre & 
Gardner, 1991a, 1991b, 1994). Despite the growing interest in investigating and 
exploring the potential causes and manifestations of language anxiety in many 
Western and Far Eastern countries, the potential sources of this complicated 
phenomenon have not been widely researched and identified in Arab EFL 
contexts. The importance of this research rests on a paradigm, which attests the 
existence of substantial variation through which FLA is experienced not only across 
cultural groups Horwitz (2001) but also across regions within a specific country 
(Yan and Horwitz 2008). In order to fill the gap in literature, this mixed method 
research design study explored and investigated possible factors associated with 
language anxieties and the coping strategies used by students to alleviate its 
existence in the hope that the findings contribute to current related literature. 
Therefore, the current case study comprised two phases. The first phase explored 
the scope and severity of language anxiety among all Foundation level male 
students at a Federal college in the UAE. In the second phase of the study, 
quantitative data were collected using two inventories and one scale with the 
purpose of investigating the anxiety levels, effects, sources, and beliefs of 
language learners. In addition, interviews were undertaken with a sample of 
teachers and students. Focus group (FG) interviews with students were conducted 
to gain a deeper understanding of the possible sources of anxiety about language 
learning and its manifestations, as well as consideration of the strategies that may 
be used to alleviate its negative effects. The purpose of the 1:1 interviews with the 
teachers was to explore their views and experiences of the phenomenon of 
language anxiety. Observations of language sessions were also conducted to 
triangulate the data gathered from the inventories and the teacher and student 
interviews. The findings show that some of the student participants in this case 
study experienced moderate to high levels of anxiety in the second language 
classrooms. Feelings of anxiety could be attributed to a number of interrelated 
personal and situational related variables. The findings paved the way for a 
number of implications and recommendations for future research. 
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CHAPTER 1 INTRODUCTION 
 
1.0. Why Research Language Anxiety? Nature of the Problem 
The extensive use of English language globally has placed second language 
learners (L2) on a challenging tract of acquiring effective communicational skills. 
Surmounting this challenge is depicted as a guaranteed ‘rite of passage’ within 
higher education and subsequent success in the job market. However, Horwitz and 
Young (1991: xiv) state, “we have been truly surprised at the number of students 
who experience anxiety and distress in their language classes”.  
Anxiety that is associated with learning a second language is referred to as 
language anxiety (LA). LA is a psychological construct particular to language 
learning and can be characterized as "a distinct complex of self-perceptions, 
beliefs, and behaviours related to classroom language learning arising from the 
uniqueness of the language learning process" (Horwitz, Horwitz and Cope, 
1986:128). For educators, the challenges are manifested in the ability of educators 
to promote a stress-free learning environment that engenders in learners an 
interest in learning a second language. From a theoretical point of view, this is not 
a simple task to embrace. Educators and students step into classrooms with a 
loaded baggage of expectations, beliefs, and prospects about a particular teaching 
and learning environment. The interplay of these expectations may foster a unique 
learning context that shapes the nature of the classroom environment. In 
instances, whereby, the climate in the classroom is rigid and judgmental in outlook, 
this presents a context that shakes and sometimes shatters the learner’s self-
concept. As Horwitz et al. (1986) clearly note, "Any performance in the L2 is likely 
to challenge an individual's self-concept as a competent communicator and lead to 
reticence, self-consciousness, fear, or even panic"(p. 128).  
Learning English as a second language incorporates many challenges to both 
educators and learners alike. For learners, these challenges are inherent in many a 
priori factors that are embedded in the learner’s unique psychosocial and 
educational framework. This framework takes into account the learner’s affective 
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and cognitive predisposition in learning a second language. Feelings of anxiety, 
nervousness, and apprehension are usually manifested by L2 learners in learning 
to speak a second language. These feelings are considered to connote a negative 
and detrimental consequence on communication in the target language. Foreign 
language anxiety or more precisely, Foreign Language Classroom Anxiety (FLCA) 
is considered a situation-specific anxiety experienced in the context of the foreign 
language classroom (MacIntyre & Gardner, 1991a, 1991b, 1994). The nature of the 
classroom environment may trigger the emergence of language anxiety among L2 
students. For the purpose of clarity, the term ‘classroom environment’ is used here 
to include a wide range of educational dimensions that takes into account the 
physical setting, the socio-psychological environment, and a variety of instructional 
routines related to teachers’ characteristics and behaviours. Some classroom 
environments create a feeling of insecurity among students. Often, classroom 
related scenarios such as teacher factors and the behaviours of peers are deemed 
to be at the root of such feelings of anxiety.  
1.1. Why Research Language Anxiety? The Rationale of the Case Study 
Education as a field has always elicited my interest and has driven my professional 
journey to experience the richness of this field in various educational milieus. My 
interest in studying foreign LA grew out of my personal and professional 
experience in the classroom. On a personal level, I can recount many instances 
whereby I felt apprehensive and anxious in L2 classrooms while I was a student. 
From a professional perspective, I have also witnessed the occurrence of this 
phenomenon among L2 learners and non- native speakers of the English 
language. 
 I started my career as a special educator whereby I had the opportunity to teach 
special need students of different age groups, across subject areas and grade 
levels. I also taught in regular schools and colleges. As a college instructor of 
English and Work skills, I became increasingly aware that some of the students 
were reluctant to participate in classroom discussion and of them coming up with 
ill-founded excuses to skip classes. I began to consider the possibility, that some of 
the students might be experiencing anxiety in their English language classes. This 
triggered my interest in conducting a small –scale case study in 2010. The 
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participants were Arab ESL college students; 108 participated in the pilot study; 48 
students completed the adapted Foreign Language Classroom Anxiety Scale 
(FLCAS), and 12 participated in focus interviews. The findings suggest that some 
students in relation to at least some aspects of English language learning 
experience significant English language anxiety. It was inferred from this study that 
some levels of foreign FLA are experienced by Semester 1 Work skills students in 
response to specific aspects of foreign language learning. This study laid the 
infrastructure for this thesis; it has affirmed my assumption about the existence of 
FLA among Emirati college students and has triggered my interest to study this 
affective domain further taking the many facets of the classroom environment into 
consideration.  
The major aim of this case study is to investigate the complex phenomenon of LA 
among L2 learners. This research aims to investigate both learners and teachers’ 
perceptions of the causes and manifestations of LA among learners and how this 
might be addressed/reduced. The importance of this study emerges from the fact 
that foreign LA has a profound impact on students’ success in learning a second 
language. The basic assumption underpinning this case study, which is based on 
my past research into LA and other studies in this field (discussed in Chapter 3), 
include the following: 
 It is assumed that the emergence of LA among L2 learner has its roots in 
the interplay of self-originating factors and context related elements that the 
learner belongs to. Self-related factors may include disposition, beliefs, and 
embedded previous experiences that have shaped the learner’s tendency 
to experience LA. On the other hand, certain classroom circumstances may 
trigger in students a sense that they are being judged, isolated, and 
stripped of emotional control. This phenomenon may become a frame of 
reference, which dictates present and futuristic anxiety reactions among 
some L2 learners. 
The scarcity of research studies investigating such an essential construct in the 
Gulf region, particularly in the UAE, set the ground for its investigation via the 
following main research question:  
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What are teachers and learners’ perceptions of the causes, manifestations, and 
ways of alleviating language anxiety (LA) among L2 learners in one institution in 
the United Arab Emirates? 
1.2. Why Research Language Anxiety from Different Perspectives?  
Psychological constructs are not easily observable; this makes the investigation a 
rather challenging task to undertake. Hence, investigating LA is not an easy task to 
tackle. It requires an in-depth investigation that takes into account the complexity of 
this phenomenon. In order to achieve my aim, I decided to use a pragmatic 
approach to study the phenomenon. “Pragmatists use whatever philosophical or 
methodological approach works best for a particular research problem at issue” 
(Robson, 2003:43). Pragmatism can serve as the philosophical underpinning for 
conducting mixed methods research where both quantitative and qualitative 
methods are used in a single research study (Creswell, 2003). Based on this 
rational, I decided to use both qualitative and quantitative research methods in 
order to: (a) build on the findings, (b) corroborate the data and, (c) to enhance the 
integrity of the findings. 
 My theoretical position is based on the following assumption: it  assumes that the 
beliefs, the classroom environment, and perceptions of students and teachers 
engulfs an implicit effect on learning a second language and that many factors may 
be attributed to the development of anxiety among L2 learners. L2 learners may 
have acquired ‘erroneous’ beliefs about language learning, these beliefs and 
perceptions compounded with certain socio-cultural element evident in the 
classroom environment could have contributed to the development of LA among L2 
students. Many factors have been assumed to affect language learning, and in turn 
have an impact on students’ beliefs and anxiety level in the classroom. Therefore, 
in my study, classroom related factors such as the classroom dynamic 
compounded with the teacher’s pedagogical approach and personal factors of the 
learner form a complex interplay through which the anxiety state of the learner is 
investigated. Based on this understanding, the findings from this study can provide 
a valuable insight into a psychological construct that has been scarcely 
investigated in the Arab world. The results may be of benefit to teachers and 
students alike. 
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 A thorough analysis of the research context will be addressed in chapter two of 
this thesis. However, for setting the ground of its significance, a brief statement of 
the setting is acknowledged next. 
1.3. Researching Language Anxiety in the Arab Context 
The case study presented in this thesis was the General Education Department of 
a governmental all male college in the Emirates, where English is a key element of 
higher education.  
The research design involved the use of both quantitative and qualitative tools to 
investigate the level and severity of LA among L2 Emirati students. Even though 
this study tried to tackle a specific issue –LA as it related to male Emirati students 
in a specific educational context; its scope was constrained by practical factors. 
The participants in Phase 1 of the study were drawn from a pool that included all 
level one and two students (N=278) registered for Foundation English in the fall 
and spring term of 2011-2012; Phase 2 of the study included 56 student 
participants. All these students completed the surveys, while 50 out of the 56 
students participated in the focus interviews. In addition, four experienced 
Language teachers participated in semi-structured interviews.  
1.4. Why is this Case Study Significant? 
Investigating the concept of LA is of profound significance due to the adverse 
negative effects it can have on second language students learning experience and 
outcome. LA can have a detrimental effect on learners’ achievement (e.g., Horwitz 
et al, 1986; MacIntyre and Gardner, 1994). It also has an adverse outcome on 
social interactions (MacIntyre, 1995). From a cognitive perspective, it interferes in 
the three stages of learning; input, process and output (Tobias, 1986). Due to its 
deliberating consequences, Krashen (1982) emphasizes the importance of creating 
a low stress-learning situation in improving learner’s language competence.  
Consequently, investigating the roots of LA will help in gaining a deeper 
understanding of this complex phenomenon and will in turn assist second language 
teachers in creating a stress- free classroom environment. 
Most of the studies on FLA emerges from Western countries (e.g., Horwitz, 
Horwitz, and Cope1986; MacIntyre and Gardner 1991) and from a number of other 
countries in the world. Very few studies have been undertaken in the Arab world, 
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notable exception include for example Al-Saraj 2011[KSA]; Alrabai, 2014, 
2015[KSA]; Rassaei, 2015 [Iran].  
Horwitz (2001) review of research studies asserts that there are cultural variations 
through which FLA is experienced among learners and as such, generalizations 
from other studies should be carefully considered.  Therefore, in order to fill this 
gap, this study aimed to explore foreign language anxiety as experienced by 
Emirati male Foundation level students.  
In addition, the findings and recommendations from this mixed method study might 
add a significant contribution to the literature. Compared to studies conducted in 
other L2 contexts in the Arab world (for e.g. Alrabai, 2014, 2015; Rassaei, 2015) 
which were for the most part quantitative in nature, this study is unique in using a 
multi-method approach in investigating LA in the UAE. It explored the perspectives 
of different educational stakeholders specifically the similarities and dissonance 
between students and teachers’ perceptions of the complex nature of language 
anxiety using a combination of surveys, interviews, and observations. The methods 
used in this study are original in terms of the logistics of the research design –tools, 
participants and context.  This is the first study of its kind that has employed a 
number of surveys, interviews and observation to investigate language anxiety as 
perceived by both students and teachers. The context of the study also adds 
significance to the research. With the advent of globalization, UAE is taking giant 
steps towards becoming a knowledge society – a mission that entails greater 
emphasis on the role that English language plays in Emirati schools and beyond. 
English language is increasingly becoming an essential communication tool amid 
the Emirati culture and has become a ‘gate keeper’ for both professional and 
educational advancement. In this regard, the findings and conclusion of this study 
will identify implications for the pedagogy of teachers of college students in the 
UAE EFL context, which are based on the stakeholders’ recommendations, and 
experiences in EFL contexts. These could form part of professional development or 
training courses for English language teachers who teach in higher education 
institutions targeting Foundation level students, in particular.  
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1.5. Organization of the Thesis 
This thesis consists of eight chapters including this introductory chapter.  
Chapter 1 has explained the focus of this case study, the rationale for undertaking 
this research, the research design, and the contribution this study will make to the 
field. Chapter 2 describes the context in which this study took place. Chapter 3 
presents an overview of major learning theories as they relate to foreign LA. In 
Chapter 4, the methodology is described in detail with an explanation of the 
philosophical assumptions underpinning the research design. In chapter 5, the 
student data are presented and discussed; in this chapter, the aim was to focus on 
the students’ voices. In chapter 6, the teacher data are presented and discussed, 
in relation to the students’ data. Chapter 7 provides a discussion and summary of 
the findings. Chapter 8 offers a set of implications related to practice- practical 
recommendations for both teachers and students, which set the ground for further 
research in the field of language anxiety 
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CHAPTER 2 CONTEXT OF THE CASE STUDY 
 
2.0. Introduction 
This study focuses on investigating students and teachers’ perceptions of anxiety 
within the context of Emirati EFL classrooms in one UAE higher education 
institution. This chapter will describe the educational context in which the study 
occurs. It will look at the education system in the United Arab Emirates (UAE), the 
transitional landmarks that affected the pedagogical policies in education and the 
evolution of the English language in relation to the socio-cultural, economic, and 
political issues, which impinges on them. It will examine the general use of English 
in the UAE, and its usage within the country’s tertiary educational system, along 
with discussing the context in which this study evolves. 
2.1. The United Arab Emirates 
The United Arab Emirates commonly known as the Emirates or the UAE is an 
Islamic country situated in the southeast of the Arabian Peninsula on the Persian 
Gulf. The total area of the UAE is 83,600 square kilometres, and the capital city is 
Abu Dhabi with an area of 67,340 square kilometres. The country was established 
in 1971 as a federal government and consists of seven Emirates. The Emirates are 
Abu Dhabi, Dubai, Ajman, Fujairah, Ras al-Khaimah, Sharjah, and Umm al-
Quwain. The capital city of the UAE is Abu Dhabi, which is the hub for many 
commercial activities. The Emirates was formally governed by the Portuguese for 
150 years and then by the British until its independence in 1971.  
The discovery of oil in the 1960s established UAE as one of the most-developed 
economical countries in Western Asia with the world's seventh-highest GDP per 
capita. UAE has the second largest economy in the Arab world (after Saudi Arabia) 
with a gross domestic product (GDP) of $377 billion (AED 1.38 trillion) in 2012. A 
third of the GDP is from oil revenues (Khaleej Times, 2013). The United Arab 
Emirates' National Bureau of Statistics estimated the country's total population to 
have been 8,264,070 in 2010, based on census data; immigrants make up more 
than 80% of the total population, according to UN data (2013). The UAE’s 
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population is comprised of the following ethnic groups: Emirati 19%, other Arab 
and Iranian 23%, South Asian 50%, other expatriates (includes Westerners and 
East Asians) 8% (Central Intelligence Agency, 2014). The official spoken language 
is Arabic whilst Persian, Urdu, and English is widely spoken by many expats. 
Based on the Ministry of Economy census in 2005, 76% of the total population was 
Muslim, 9% Christian, and 15% other (mainly Hindu). The literacy rate is now at 
90% and life expectancy as of 2012 was 77.0 years (World Bank Development 
Indicators, 2014). Approximately 9% of the workforce is Emirati.   
2.2. The Use of English in the UAE 
The use of English language in the UAE and its status in the nation’s educational 
system and within UAE society serves as an essential bridge for connecting the 
UAE with the many facets of the advancement that is currently taking place in 
UAE. A new form of English, a ‘lingua franca’ with an English base, is emerging in 
the UAE and other Gulf countries. In the UAE, many expatriates are fluent in 
English but other residents in the UAE lack English fluency. Nevertheless, it is 
evident that in the current cultural and linguistic context of UAE society, use of 
English language is increasing rapidly. This increase in English language is 
attributed to many factors. From a political perspective, the influence of the colonial 
presence in the early 19th and 20th century helped to embed the importance of 
English language in the region which was embraced positively and was regarded 
as vital for the nation’s development. Another factor influencing the presence of 
English language in the UAE is the multinational demographic makeup of its 
population. With such diversity, English language gained impetus as a common 
language of communication.  
2.3. The Education System in the UAE 
The Ministry of Education controls the educational system at primary and 
secondary level in all the Emirates except for Abu Dhabi, where it is under the 
dictates of Abu Dhabi Educational Council. UAE government allocates about one 
third of its federal budget to education and emphasizes that "educational 
development is vital to economic success, in the long term in a post-oil future” (Abu 
Dhabi Week, 2011: 5). Today, the UAE provides a comprehensive free education 
to all male and female citizens from kindergarten to university. The majority of the 
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1,190 schools in the UAE are public (61%) /723 schools. The UAE public education 
systems consist of kindergarten (two years), primary school (six years), 
intermediate (three years), and secondary education (three years). During the final 
term of Grade 12, students must take the examination for the General Secondary 
Certificate (GSC). There are also many privately owned schools that are accredited 
by many international organizations and offer various tracks that include 
International Baccalaureate (IB), Advanced Placement (AP), and International 
General Certificate of Secondary Education (IGCSE) programs among others. 
Admission to a higher education institution is greatly governed by the results 
attained from GSC along with a national placement exam called CEPA (Common 
Educational Proficiency Assessment).  
2.4. Educational Transitions in the UAE 
The educational system in the UAE passed through many transitional stages, 
which laid down the foundations for the current structure. During the early 1900s, 
merchants established a small number of schools. These schools were known as 
Khatatib1 and they remained the sole provider of education to Emiratis until 1950s. 
The establishment of the British schools during the 1950s introduced formal 
education to a meagre 450 males out of the national population of 80,000-95,000 
(US Library of Congress, 2006).   
During the 1960s, the government of Abu Dhabi (Yamani, 2004) established a free 
formal educational system that included compulsory schooling for primary aged 
children. Because of the oil boom and the priority given to education, the Federal 
government established many schools in the UAE. This led to an increase in the 
nation’s literacy rate by 26 percent and from 53 percent in 1989 to 79 percent in 
2000 (UNESCO, 2004).  
In late 2005, the country of the United Arab Emirates set out to reform education 
nationally. A case study carried out by Macpherson, Kachelhoffer, and El Nemr 
(2007)   gives a critical evaluation of UAE national system of schooling. The case 
also described the educational system as out-dated and in need of reconstruction 
for many reasons. These included low budget, and poorly paid, unqualified 
                                                                
1 These educational organizations offered classes in reading, writing and Islamic studies. 
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teachers who lacked a sense professionalism and loyalty to their schools and 
students. The curricula were reported as being poorly designed, with emphasis on 
repetitions, fragmented and with a redundant content. The school culture was 
found to be ineffective with lack of emphasis on discipline coupled with high 
absence rates, especially among male students. The teaching methods were 
described as ineffective with great emphasis placed on rote learning. Inappropriate 
assessment methods were used whereby memory is being assessed rather than 
skills and comprehension. 
Despite these shortcomings, the UAE has made significant giant leaps in the last 
six decades to eradicate illiteracy and to improve its educational system. According 
to Findlow (2006), it has underwent a transformation from colligate of poor rural 
tribes with modest organization in their educational systems to a more 
economically and technologically sophisticated country. However, regardless of the 
educational evolution that schools underwent, they are all unified under “2020 
Vision for Education” strategic plan. The strategic plan set the ground for an 
educational reform that is supported by all schools in the UAE. The main goal of 
this plan focuses on the abolishing of traditional education. The underlying 
assumptions of Education Vision 2020 echoes the mission statements of many 
universities in the UAE which support liberalism, competition, open and free 
markets, and pragmatism (Kawach, 2004).  
2.5. Higher Education 
The UAE attains high rates of enrolment in higher education. Approximately 95 
per cent of all females and 80 per cent of all males who complete the final year 
of secondary school apply for admission to higher education (National Media 
Council, 2009).  
A major landmark in the educational history of the UAE was the establishment of 
higher education institutions in the country. There are currently three main federal 
universities in the UAE: UAE University, Higher Colleges of Technology (HCT) and 
Zayed University (ZU). The first university (UAE University) was established in 
1977. Then, in 1988, the Higher Colleges of Technology (HCT) were set up to 
provide chiefly vocational and technical programs. The HCT currently has a 
network of 17 campuses across the country, with separate colleges for males and 
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females. The third and final institution established by the Federal government is 
Zayed University_ established in 1998. There are also many privately owned 
universities in the UAE. Examples of private locally owned universities include the 
University of Dubai, the American University of Sharjah, Paris-Sorbonne University 
Abu Dhabi. Many others have since opened, including Middlesex University and 
Heriot-Watt University, and Exeter University from the UK. 
A study undertaken by the British Council in 2009 revealed the number of higher 
education institutions in the UAE (Fig 1). 
 
Types of HEIs Number of HEIs Number of Students % Total Students 
Federal 3 36,672 40% 
Private- International 49 28,717 32% 
Private-Local 44 25,765 28% 
Total-All HEIs 96 91,154 10% 
FIGURE 1. THE NUMBER OF HIGHER EDUCATION INSTITUTION AND STUDENTS POPULATION IN THE UAE (SOURCE: 
BRITISH COUNCIL) 
 
In 2008-9, the UAE University admitted 3355 new students; the Higher Colleges of 
Technology, 7902 students; and Zayed University 1558 students (National Media 
Council, 2009). Of the national students who graduated in 2006, 66.8 per cent 
were female (Hijazi et al., 2008). Many males prefer to join the armed forces or to 
take up employment in family businesses or relatively well-paid administrative 
positions in the public sector.  
The main aim of UAE's Higher Education " is a world class higher education 
system that will prepare [the] citizens for social and economic leadership and for 
informed and intelligent personal lives" this is established with the intent of 
quipping Emiratis for a productive participation in the workforce (MOHESR, 2007).  
 
  2.6. English in the Context of Education 
Governmental schools introduce the basics of English language in the first primary 
grade. All of the subjects are taught in Arabic, while English language is 
predominantly taught and used in English language classes. Normally, children of 
the UAE are not exposed to the English language before schooling. Students who 
graduated from public schools at the age of 18 may not be ready to use English for 
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academic purposes. In 2010, Gulf News had reported that around 90 percent of 
public and private secondary school graduates in the UAE who apply to federal 
universities are not qualified to immediately engage in undergraduate level studies 
due to the following reason: lack of proficiency in English language because the 
medium of instruction in higher Education is in English (Moussly, 2012). The 
transition from high school to college requires students to take the Common 
Educational Proficiency Assessment (CEPA) exams. In 2007, the Ministry of 
Education and Scientific research introduced CEPA. This exam is used to identify 
students who require placement in Foundations programs, to improve their English 
and prepare them to pursue academic studies in the Bachelor Programs (CEPA, 
2011). However, publication of the CEPA scores revealed low levels of students’ 
readiness for university demands. MOHESR (2007) reported, "It is clear a large 
number of new students are not ready for work at the university level. MOHESR 
further stated that the scores on the CEPA test show that far too many students do 
not have the necessary competencies in English to do college-level work" (p. 26). 
The UAE government believes that a poor grasp of English is one of the chief 
employment barriers for UAE nationals. 
2.7. Description of Research Setting 
The educational setting where this study took place and where I used to teach is a 
government funded higher education institution. O’Brien and Martin (2010:109) 
assert that the vision for these colleges emerged from the need to get rid of 
“inappropriate methods of teaching and learning” and to move the focus from 
“teaching to learning, from the teacher to the learner, from memorization to 
creativity, reflection, imagination, and innovation.” The colleges employ primarily 
non-Arab expatriate teachers and teach almost exclusively in English, with Arabic 
being used only for Arabic and Islamic Studies (Findlow, 2006). During the 2012–
2013 academic year, there were 11,232 female and 6,855 male students enrolled 
at 17 campuses throughout the country. More than 55,000 UAE nationals are 
graduates of the institution (HCT Fact book 2012-2013).  
Only Emirati nationals are eligible to apply to these colleges. The students are 
enrolled on various programs. These programs include Master level, Bachelor 
Programs, Foundation Programs, and Work Readiness. The students who 
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participated in this case study were Foundation level students. The Foundation 
Studies Program assists students in meeting Bachelor degree admission. This 
Program consists of four levels of English preparation and two levels of 
mathematics. It is geared toward providing new students with the English and 
mathematical skills that they need to succeed in a college setting and eventually in 
the work market. The entry requirement is a minimum 150 on CEPA (HCT). 
Depending on their entry level, students may need one, two, three, or four English 
courses in Foundations. Each course is one semester (16 weeks).The Foundations 
English program has four levels and students are placed at the appropriate level 
according to their CEPA English score: 
 Level 1 – 150 to 156       
 Level 2 – 157 to 163       
 Level 3 – 164 to 169       
 Level 4 – 170 to 179       
Depending on a student’s entrance CEPA scores, he may spend between one 
semester to four semesters undertaking these programs. In meeting the program 
completion requirement, the students must earn an average score of 5.0 on IELTS 
Academic or an acknowledged equivalence. Upon achieving the desired IELTS 
results, the student will then be eligible to join the major of his choice (HCT).   
2.8. Description of Learners 
Students of the present study are male Emirati students who have previously 
attended governmental institutions, where for the most part traditional methods of 
instruction were strongly reinforced. These students were taught in an educational 
system that emphasized rote learning, an instructional approach based on a 
behaviourist model of learning, which emphasizes memorizations, reinforcement, 
and habit formation (Macpherson, Kachelhoffer & Nemr, 2007). This system fails to 
address the educational and professional needs of students in this era of modern 
globalization. This status quo is further confirmed by the most recent results of the 
Program for International Assessment (PISA), which was released on (01/04/14) 
__based on a study carried out in 2012. The analysis compares 85,000 students in 
44 countries. The results revealed that out of the 65 participating countries, the 
UAE ranked 48 (434 points) in math, 44 (442 points) in reading and 46 (448 points) 
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in science. In fact, the UAE lies in 39th place, 5th from bottom, with an average 
score of 411, which is quite below the global average score of 500 ( Dahl, 2014). 
These results reveal that despite the many reforms and money invested in the 
educational sector, UAE students lag critically behind in Reading, science and 
Math. According to Swan (2011) college students in the UAE, where “[A]bout 80 
percent of students accepted to federal universities do not have the required math, 
English or IT skills, and have to take remedial classes before starting their degree”.   
2.9. Foundation Level Program Details 
The students in the present case study took English classes twenty hours per week 
for eighteen weeks per semester. The classroom is adequately designed and 
equipped for teaching and learning to take place. The curriculum is taught to 
second language learners within a student-centred learning environment that 
encourages respect for students, their culture, and traditions. The teacher utilizes 
various educational technological driven resources to ensure that effective and 
innovative instruction methodologies are employed. Students taught in these 
classrooms are also provided with individual pedagogical assistance whenever it is 
needed. Assistance, in this regard, may take on many forms depending on the 
students’ needs. Examples of student support include attending remedial classes 
at a specialized centre at the library run by highly qualified teachers or one-on-one 
help by the course teacher and/or joining study groups that may help the student 
surmount any difficulties that he is experiencing in learning a second language. 
The institution also utilizes the expertise of a highly qualified Western counsellor 
that caters to the students’ psychological needs. However, students sometimes 
find it difficult to discuss their problems with the counsellor due to their limited 
lexical proficiency.  
 
2.10. Conclusion 
The current research is launched within a unique educational context that is the 
product of many educational transitions and milestones in the UAE recent history. 
Being able to communicate effectively in English has emerged as a de facto 
measure for achieving success in the world of global economy. The students are a 
homogenous blend of participants who share a similar background in terms of 
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culture, traditions, and language. Most of these students face a tremendous 
amount of linguistic difficulties upon entry to HEIs. They are usually not quite 
equipped to meet with the challenges and demands of the under graduate studies 
due to their poor language skills and the fact that all Undergraduate subjects are 
taught in English. The disjunction between pedagogies in secondary schools and 
HEI set the ground for a number of challenges that students must overcome in 
order to secure entry into the major of their choice. Based on this realization, I set 
out to investigate Emirati students’ experience of learning English and to examine 
the phenomenon of language anxiety severity and scope from different angles 
taking into account the students’ belief system, the current classroom environment 
and the role that teachers play in EFL classrooms. In the next chapter, I will look at 
some of the theoretical constructs and research studies pertinent to the current 
study.                                                               
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CHAPTER 3 LITERATURE REVIEW AND THEORETICAL 
FRAMEWORK 
3.0. Introduction 
This chapter aims to provide a comprehensive account of relevant literature that 
explore the sources and effects of LA and the coping strategies that learners use to 
alleviate their apprehensiveness in EFL classrooms. As will be revealed, much of 
the previous research has not examined LA in Arab EFL contexts. 
3.1. Theories of Anxiety  
Anxiety is described as a subjective feeling of tension, apprehension, nervousness, 
and worry associated with an arousal of autonomic nervous system (Spielberger 
1983:1). Anxiety embodies three fundamental interconnected features: 
physiological (e.g., blood pressure, muscle tension, sweaty palms, blushing, 
forgetfulness), behavioural (frequent absence, avoidance behaviour, leaving a 
situation) and cognitive (subjective appraisal process, self-doubt, negative 
expectations). From a cognitive perspective, high or low levels of anxiety depends 
on the individual’s appraisal of his/her capacity in dealing with threatening 
environments (Pappamihiel, 2002). Lazarus (1966) describes anxiety as a fear of a 
threatening situation. Whilst the physiological aspects of anxiety are depicted as, a 
cognitive affective reaction associated with physiological arousal and perceptual 
and anticipated fear of what might happen in certain situations (Leary, 1982), there 
are individual differences in how people perceive a situation as threatening. This 
varied response has been a key focus of research for those investigating the roots 
of this phenomenon. Experiencing past negative experiences is a contributing 
aspect to individual’s levels of anxiety. Pekrun (1992) asserts that an individual 
who experiences threatening situations is likely to be highly anxious in similar 
situations in the future. In an attempt to understand these individual differences 
with respect to anxiety, three conceptual explanations of this construct are 
provided. First, anxiety is considered as a transient psychological state, an 
immediate response to a specific anxiety-provoking stimulus. Secondly, anxiety is 
conceptualized as a feature of an individual disposition. Thirdly, anxiety arousal 
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that is associated with a specific situation. These three interpretations are referred 
to as ‘trait’ anxiety, ‘state’ anxiety, and ‘situation-specific’ anxiety (MacIntyre, 1999).  
In an attempt to gain a deeper understanding of what might be informing language 
anxiety, it is useful to consider how these three interpretations of anxiety might be 
operating in the context of language learning.  
Trait anxiety refers to a stable predisposition to become nervous in a wide range of 
situations (Spielberger, 1983). According to Dornyei (2005), a general 
predisposition to experience anxiety in a wide range of situations is seen as a 
personal characteristic of an individual and is considered one of the primary traits 
of human personality. People with a high level of trait anxiety are generally nervous 
people; they lack emotional stability (Goldberg, 1992). These individuals are more 
likely to experience state anxiety elevation in a large number of situations than low- 
trait anxiety individuals Therefore, not all individuals who have high state anxiety 
have high trait anxiety, but those who have high trait anxiety are more likely to 
experience state anxiety (Spielberger, 1983). 
State anxiety refers to “the moment to moment” experiences of anxiety (MacIntyre, 
1999:28). It is the apprehension that is experienced at a particular moment in time 
(MacIntyre and Gardner, 1991:91). This typology includes transitional emotional 
state, which according to (Spielberger, 1983) is characterized by subjective 
feelings of tensions, nervousness, and worry, and by activation and arousal of the 
autonomic nervous system”. State anxiety has an effect on emotion, cognition, and 
behaviour. Its effect on emotion results in increased level of arousal. Cognitively, 
when people experience state anxiety they are more susceptible to what people 
are thinking of them. As to behaviour, people with state anxiety ruminate over real 
and imagined failures and often plan ways to escape from the anxiety provoking 
situations. Behavioural effects include physical manifestations of anxiety for 
example, fast heart beats, sweaty palms, dizziness and attempts to physically flee 
from the anxiety provoking situation. Based on this interpretation, anxiety is seen 
as a multifaceted construct that is not easily defined from a one-dimensional 
perspective. In order to get a better understanding of the anxiety construct, a 
distinction is made between two main anxiety components: worry and emotionality. 
The former refers to the cognitive and the later to the effective side of anxiety. 
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Sarason (1986) defines worry as distressing preoccupation about an anticipated 
event, while emotionality refers to the anxious individual’s awareness of bodily 
arousal or tension (Sarason, 1986).  
A third conceptualization of anxiety is situation-specific anxiety. This refers to 
anxiety related to a specific context or situations only. Thus, it is stable overtime, 
but not consistent over time. It is based on the assumption that certain types of 
situations are more likely to produce anxiety than others, however, there are 
individual differences among people as to what situations are perceived as anxiety 
provoking. Embracing Spielberger’s (1983) conceptualization, situation specific 
anxiety could be defined as a personal disposition or tendency to become anxious 
in one type of a situation (MacIntyre, 1999). Examples of situation specific 
anxieties are test anxiety, stage fright, and language anxiety, because each of 
these refers to a specific context: taking a test, giving a speech, or using a second 
language. Figure 2 gives an overview of the different conceptualizations of anxiety. 
Applied to language learning, one can infer that a person with a high level of LA will 
experience state anxiety frequently and a person with a low level of LA will not 
experience state anxiety very often in the second language context (MacIntyre in 
Young 1999).  
 
 
 
 
 
 
 
In this section, I have presented a brief overview of three interrelated, but 
distinctively different conceptualization of LA as a psychological construct which 
are presented as a preliminary discussion of various approaches to the study of 
anxiety in second language learning and which sets the ground for explaining a 
specific kind of anxiety: language anxiety. 
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3.2. Anxiety and Second Language 
Several researchers have presented different definitions of foreign language 
anxiety (FLA). Clément (1980) defined foreign language anxiety as a complex 
construct that deals with learners’ psychology in terms of their feelings, self-
esteem, and self-confidence. Highlighting the unique feature of FLA, Young (1992) 
defined it as a complicated psychological phenomenon peculiar to language 
learning. More precisely, MacIntyre and Gardner (1994) defined FLA as the feeling 
of tension and apprehension specifically associated with second or foreign  
language contexts, including speaking, listening, and learning, or the worry and 
negative emotional reaction arousal  when learning or using a second or foreign 
language (MacIntyre, 1999). Similarly, Zhang (2001) defined anxiety as the 
psychological tension that the learner goes through in performing a learning task. 
These definitions emerge from the assertion made by Horwitz, Horwitz, and Cope 
(1986) that FLA is “a phenomenon related to but distinguishable from other specific 
anxieties” (p. 129). Horwitz et al. (1986) were the first to conceptualise FLA as a 
distinctive type of anxiety particular to foreign language learning. Their theoretical 
model of FLA plays a significant role in language anxiety research. 
3.3. Theoretical Approaches to the Study of Anxiety in Second Language 
There are two different theories relating to the study of anxiety in language 
learning. These are: (1) the anxiety transfer and (2) the unique anxiety approach 
(Horwitz and Young, 1991; MacIntyre, 1999). The assumption underlying the first 
approach is that anxiety experienced in L2 context is result of a transfer of other 
forms of anxiety into the L2 classroom. Anxieties in the L2 context are considered 
as either as the manifestation of a general trait of anxiety, or as the transfer of 
some situation specific anxiety (MacIntyre and Gardner 1991; McIntyre 1999). In 
contrast, the assumption behind the second theory is that language learning 
produces a unique type of anxiety. This is based on Gardner’s hypothesis that a 
construct of anxiety, which is not general but instead, is specific to language 
learning (1985:34). Studies investigating the anxiety transfer theory have yielded 
inconsistent and contradictory results (MacIntyre, 1999). Based on the review of 
the literature, some investigations found a negative relationship (Bartz, 1974 in 
Young, 1994) while others found a positive relationship between anxiety and L2 
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performance (Klienmann, 1977), and still others found no significant relationship 
(e.g. Westcott, 1977 in Young 1994). According to Young (1994), the discrepancies 
in the results are due to the measures adopted in measuring anxiety. The problem 
is that these measures were not specific to the anxiety experienced in L2 contexts 
(MacIntyre, 1999; Young, 1994). On the other hand, studies adopting the unique 
approach, which employed measure specific to L2, yielded consistent results 
(Gardner, Clément, and Smythe 1977, 1980: cited in Onwuegbuzie et al, 1999). 
While neither trait anxiety nor situation-specific, anxiety was confirmed by empirical 
research, the notion that a unique type of anxiety might be at work proved a more 
plausible hypothesis (Tóth, 2010). The development of a theoretical model of FLA 
by Horwitz, Horwitz, and Cope (1986) is considered as a landmark in the study of 
anxiety in language learning. This model bridges the two approaches (i.e. the 
anxiety transfer, unique anxiety) discussed above (MacIntyre, 1999). Horwitz et al. 
(1986) conceptualizes L2- related anxiety as a distinct type of anxiety expressed in 
response to the unique experience of learning and using a language other than 
one’s mother tongue (L1).   
From a psycholinguistic perspective, the process involved in the production of 
speech - such as lexica-grammatical, morphological, phonetic encoding and 
articulation- and understanding speech- such as acoustic-phonetic analysis, 
phonological and grammatical decoding- are automatic in L1 but not readily so in 
L2; they demand conscious attention on the part of the speaker or listener 
(Kormos, 2006; Levelt, 1995, Tóth, 2010 ). Further to this understanding, it is 
argued that language anxiety has to do with performance evaluation in academic 
and social contexts. Thus, from a theoretical perspective, LA is a specific form of 
situation-specific anxiety that does not appear to have a strong relation to other 
forms of anxieties (Horwitz et al., 1986). 
 A breakthrough in the study of LA was the introduction of Foreign Language 
Classroom Anxiety Scale (FLCAS) as a measure to identify LA. This scale has 
been adopted in many LA studies and is considered as the most widely used 
instrument in investigating LA. Foreign LA has been conceptualized through three 
related performance anxieties: (1) communication apprehension; (2) test anxiety 
and (3) fear of negative evaluation. Communication apprehension is a type of fear 
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or shyness when communicating with others. Learners with high levels of 
communication apprehension usually avoid communication. According to Horwitz 
et al. (1986), fear of communication in FLA contexts originates from the typical 
concern of oral communication and immature FL vocabulary and structures. Test 
anxiety is defined as “the tendency to view with alarm the consequences of 
inadequate performance in an evaluative situation” (Sarason, 1978:214).In the 
same way, Horowitz et al. (1986) defines test anxiety as “a type of performance 
anxiety stemming from a fear of failure.” They also assert  that “test-anxious 
students often put unrealistic demands on themselves and feel that anything less 
than a perfect test performance is a failure”(p.128). The third aspect of FLA is fear 
of negative evaluation. This component is related to fear of being negatively 
evaluated by others. Tóth (2010) emphasizes that this fear may refer to academic 
evaluation, as well as to personal evaluation of the learners based on their 
performance and competence in L2 setting. These three components are regarded 
as the building block of FLA. Consequently, FLA is defined as distinct complex of 
self- perceptions, beliefs, feelings, and behaviours related to classroom language 
learning arising from the uniqueness of the language learning process (Horwitz et 
al., 1986:128). 
The theoretical framework proposed by Horwitz et al. (1986) has received empirical 
support from many studies examining the relationship between specific second 
language learning and more general anxiety construct (see for e.g. Toth, 2009; 
Aida, 1994; Bailey et al., 1998). This support has led to it being viewed as a 
reliable theoretical framework for the investigation designed to explore language 
anxiety among Foundation level students. Moreover, the Foreign language anxiety 
scale(FLCAS) which is based on this conceptualization is a widely used and 
validated instrument of FLA (Horwitz, 1986), thus the use of this scale in the 
present study had an added advantage of facilitating the  comparison of the results 
of the present Emirati context with those of previous studies using the same 
instrument. The four factor FCLAS scale was used for the present study (Zhao, 
2007), originally developed by Horwitz et al. (1986), to measure the English 
learning anxiety of the respondents.  
3.4. Development of Language Anxiety 
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The development of language anxiety as conceptualized by Horwitz et al. (1986) 
and others (e.g., Young, 1992; MacIntyre and Gardner, 1989) is consistent with 
psychological theories of anxiety development, such as communication 
apprehension. Teachers need to identify individuals who experience high 
communication apprehension levels, as they will be the most likely candidates for 
language anxiety. In this framework, language anxiety occurs when students 
associate anxiety with the second language. In the initial phases of language 
learning, a student will most likely encounter many difficulties and challenges in 
learning, comprehension, grammar and other second language skills. If the student 
becomes anxious about these experiences, if he/she feels uncomfortable making 
mistakes, then a state anxiety occurs. With recurrent occurrences of state anxiety, 
the student tends to link anxiety arousal with the second language (MacIntyre in 
Young 1999:30) and, therefore, the student will expect to experience a feeling of 
anxiety in the context of second language. This becomes a self-fulfilling emotional 
prophecy in the students’ second language learning.  
 In the next section, factors related to the complex nature of anxiety as it relates to 
second language learning are discussed. 
3.5. Factors Related to Language Anxiety 
Research has examined many personal and or situational variables that are related 
to second language anxiety. Students with high level of anxiety share a number of 
characteristics. A study, conducted by Onwuegbuzie, Bailey & Daley (1999) with 
university language students, revealed that they share at least one of these 
characteristics: they are usually older, high achievers, had never visited a foreign 
country, had not taken high school language courses, had low expectations of their 
overall average for their current language course, had a negative perception of 
their scholastic competence, or had a negative perception of their self-worth.  
Dewaele, Petrides and Furnham (2008) found that, in addition to personal 
characteristics; social circumstances also play a role in generating language 
anxiety. They conducted a large-scale study of multilingual adults from different 
countries and established that individuals who were younger when they started 
learning a second or third language had lower levels of FLA. Social circumstances 
include the availability of supportive conversational partners and L2 role models 
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may play a role in helping language learners avoid or overcome FLA. Al-Saraj 
(2013) conducted case study research in Kingdom of Saudi Arabia (KSA) to 
examine female students’ perception of FLA. She concluded that there a number of 
teacher-related variables that may be responsible for the emergence of anxiety 
among EFL students.  
 Evidence from a number of research studies indicated that variables associated 
with FLA may fall into two main categories: micro-level (learner’s variables/ trait-
specific anxieties) and macro-level (situational variables/ situation specific 
anxieties). Along this continuum exists elements of state anxieties. 
Learner’s variables include ability, age, attitude, beliefs, culture, gender, learning 
styles and personality variables among others (Campbell, 1999; Ehrman and 
Oxford, 1995; Gardner, Day & MacIntyre, 1992; Gregersen &Horwitz 2002; Oxford, 
1999). Situational variables incorporate for instance; course activities, course level, 
course organization, instructor’s attitude, behaviour, and social interaction among 
learners (Jackson, 2002; Oxford 1999; Spielman & Radonfsky 2001; Young, 1991).  
3.5.1. Learner Variables: Personality Traits 
Personal factors provide a fertile crescent for FLA for example self-esteem, 
competitiveness, social anxiety, risk taking and ‘erroneous’ beliefs.  
3.5.1.1 Self-Esteem 
Self-confidence or self-esteem is one of the affective variables that have shown a 
strong relationship with language anxiety. Self–confidence involves judgments and 
evaluations about one’s worth, based on feelings of efficacy, a sense of interacting 
effectively in one’s environment. Self-confidence can be negatively skewed when 
the language learner thinks of one -self as deficient in the target language. Horwitz 
et al. (1986) state that language learning threatens self-esteem because it 
demands a new mode of communication that individuals are unaccustomed to use. 
Learners who have high levels of self-esteem are less likely to be anxious than are 
those with low self-esteem (Horwitz et al., 1986: 129).  
 In general, unsuccessful language learners often have lower self-esteem than 
successful language learners (Price, 1991). Like anxiety, self-esteem can be a trait 
(an inherent personality characteristics) or a situation-specific (related to a 
particular situation) anxiety. 
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3.5.1.2. Perfectionism and Risk Taking 
 Gregersen & Horwitz (2002) found that perfectionism might play a key role in the 
emergence of anxiety. In their study, they concluded that there is a difference 
between anxious and non-anxious perception with respect to the goal of the oral 
task. The anxious learners tried to avoid mistakes and the non-anxious continued 
to talk even if they made mistakes. Here, it can be argued that the anxiety that 
emerges because of perfectionism is an example of trait anxiety. Students who are 
usually highly anxious about language learning often are hesitant to take risks. 
According to Oxford (1990), the language learner can benefit greatly by taking 
moderate but intelligent risks, rather than taking no risks or taking uninformed risks. 
Language students who fear ambiguity or whose self-esteem is low frequently 
freeze up, allowing their inhibition to take over completely (Beebe, 1983 in Arnold, 
2005). A perfectionist might be inhibited to use the language because of the 
awareness that his or her speech is far from perfect (Thompson, 2000). Horwitz 
(2002) examined the relationship between language anxiety and perfectionism. 
Anxious and non-anxious students (n=78) from the University of Chile were 
interviewed. The results indicated that anxious students demonstrated high level of 
procrastinations and high personal standard performance. This study revealed that 
perfectionism plays a greater role in anxiety among L2 students (Gregersen and 
Horwitz, 2002).  
 
3.5.1.3 Competiveness  
Language anxiety may also originate from the personality trait of competitiveness. 
Bailey (1983:96) defines competitiveness as a ‘learner’s desire to excel in 
comparison to others’. Competitive learners are preoccupied with comparing 
themselves to other classmates, with an intense desire to surpass them in 
academic performance and are overly worried about tests and grades. According 
to Bailey’s hypothesis, learners develop anxiety because they perceive themselves 
as less competent than others. In the same way, Scarcella and Oxford (1992) 
assert that competitiveness can relate to language anxiety but this is dependent on 
the nature of the learners’ culture as whether it thrives on competition or not. 
Therefore, the link between competitiveness and LA depends on the learning style 
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of the student, the nature of the competition, and the demands and rewards of the 
environment (Arnold, 2005:63). 
3.5.1.4. Students’ Beliefs and Language Anxiety 
Many researchers have found that learners’ own beliefs about language learning 
may trigger language anxiety (Truitt, 1995; Kuntz 1997; Horwitz, Horwitz, and Cope 
1986; Young 1991). Examples of such beliefs include: the language is difficult to 
learn; I am not clever enough to learn it; it is important to be accurate all the time 
when speaking and writing. Students, who believe that language learning is 
difficult, tend to exhibit higher anxiety than students who believe that the target 
language that they are studying is not difficult (Horwitz, 1989; Kuntz, 1997). An 
additional belief that was found to relate with anxiety is a belief about self-efficacy. 
Truitt (1995), Kuntz (1997) and Horwitz et al. (1986) found that students who 
displayed confidence in their English ability were more likely to have lower LA 
compared to those who were not confident in their language ability. Beliefs relating 
to accuracy and error correction were found to relate to high anxiety. Horwitz et al. 
(1986) found that anxious students report being afraid of making mistakes and 
being corrected in language classes. 
Horwitz (1988) identified the most commonly held beliefs about language learning. 
These beliefs include: (1) a belief that accuracy must be achieved before 
communicating in the foreign language; (2) the importance of speaking with 
excellent native - like accent; (3) a belief that it is not acceptable to guess an 
unfamiliar second/foreign language word; (4) or hold that language learning is 
basically an act of translation; (5) while others believe that a couple of years are 
sufficient in order to achieve fluency in the target language. Moreover, others 
believe that language learning is an innate gift not possessed by all. Young 
(1991:128) stated that these ‘erroneous’ beliefs about language learning can 
contribute to the manifestation of LA among students. In the same line of thought, 
Ohata (2005:138) indicated that unrealistic beliefs could lead to greater anxiety 
among learners, in particular, when beliefs and reality clash. He argues that if the 
learners start learning a second language with the belief that pronunciation is the 
most essential element of language learning then after many years of learning, 
many L2 learners are disappointed with the output that they have realized, having 
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pronunciation that is still hemmed with many flaws. These beliefs are apt to 
emerge from learners’ perfectionist nature. These elevated or perfectionist 
standards create an ideal situation for the development of language anxiety (Frost, 
Marten, Lahart, & Rosenblate, 1990: cited in Gregersen & Horwitz, 2002: 564).  
3.5.1.5. Social Anxiety 
Social anxiety is a broad concept that can include speech anxiety, shyness, and 
fear of public speaking, social evaluative anxiety and communication apprehension 
(Leary, 1982). Individuals who are highly concerned about people’s evaluation of 
them tend to behave in a way that minimizes the likelihood of negative appraisal 
(Arnold, 2005). Language anxiety is correlated to this sort of anxiety because 
language learning is greatly affected by social and communication aspects 
(MacIntyre, 1995). To illustrate this point, Aida (1994) describes the 
communicational pattern of people who suffer from this condition as limited and 
often fail to take initiatives in conversations. According to Leary (1982), four 
theoretical positions are used to explain social anxiety. From a behaviourist 
perspective, learners may feel anxious in language classrooms because they had 
previous negative experiences in similar contexts. The skill deficit hypothesis 
attributes social anxiety to lack of interpersonal skills and competences necessary 
for social and communicative interaction. According to the cognitive self-evaluation 
theory, people are anxious in social situations not only because they lack the 
necessary skills, but rather because they believe them and consider themselves 
inadequate (Leary, 1982). The fourth theory argues that each of the 
aforementioned models is inadequate to account for social anxiety by itself. Self-
presentation theory integrates all of the previous models. Applying this model to 
the language-learning context –all factors such as learners’ beliefs; dispositional 
variables as well as situational factors have to be considered when examining the 
causes of anxiety in L2 contexts. 
3.5.2. Situation-specific Anxiety 
 Interpersonal dynamics between teachers and students affect anxiety and 
motivation in the acquisition of the second language. The classroom realities are 
usually perceived differently by students and teachers (Horwitz, 1989). There is a 
conflict between teachers’ expectations, pedagogical demands, and individual 
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students’ differences. Teachers are at times bound by their beliefs, expectations 
and the demands of the curriculum and as such, this interplay leads to an 
increased level of anxiety among students. The situation-specific variables 
discussed in this section encompass teacher–related factors and classroom-
related factors.  
3.5.2.1. Teachers’-related Factors 
Similar to students’ beliefs about language learning, language teachers’ beliefs 
about teaching and language learning have also been attributed as a cause 
students’ language anxiety. In the context of FLA, Oxford (1999) asserts, 
“behaviours vary across cultures and what might seem like anxious behaviour in 
one culture might be normal behaviour in another culture” (p. 64). Horwitz (2001) 
contends, in considering the issue of language anxiety and classroom practice, it is 
important to keep cultural differences in mind. Some practices perceived by one 
group of learners as comfortable may prove stressful for learners from a different 
cultural group, who are used to different types of classroom organization. 
Examples of social behaviours that might contribute to language anxiety among 
Emirati students include the manner through which errors are corrected in the 
classroom and greater emphasis placed on oral participation in the classroom.  
This kind of anxious feeling might be unknown to some second language teachers, 
unless they share the same social/cultural norms with their students.  
 
Tenents Brandl (1987: cited in Onwuegbuzie et al., 1999: 220) asserts that some 
teachers’ think that their role should be authoritarian, directive, and intimidating and 
that they are on a mission to correct every error that students make rather than to 
facilitate the leaning process. A number of studies indicate that students realize 
that some error corrections are crucial but they report anxiety over responding 
incorrectly and looking or sounding ‘dumb’ or ‘inept’ (Koch and Terrell in Young 
1991: 429).  
According to Skinner (1957/1992), operant conditioning or habit formation occurs 
only when a particular stimulus is reinforced, positively with a reward or negatively 
with punishment. Unlike classical conditioning, reinforcement always follows the 
observation of the desired behaviour. This form of operant conditioning is used 
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extensively in classrooms, particularly for shaping the behaviour of a learner in 
developing language fluency. For example, if a teacher provides positive verbal 
reinforcement in response to a student’s communicative attempt in the classroom, 
the learner will associate his attempts as eliciting praise and will continue practicing 
this behaviour. However, if the student’s attempts received harsh error correction 
then this may create interruption in the learning process characterized by severe 
emotional reactions such as anxiety to any future attempts of verbal 
communication in the classroom.  
Young (1991: 429) states that the underlying problem for the students is “not 
necessarily error correction but the manner of error correction – when, how often, 
and most importantly, how errors are corrected”. Some behaviour that teachers 
embrace lead to language anxiety among students (Young, 1991). In addition to 
error correction, (Young, 1991) points out that some teachers think that they should 
be doing all of the talking  in the classroom due to the belief that group work  may 
contribute to the class getting out of control. They take on the role of a drill 
sergeant rather than a facilitator in the teaching learning process (p. 428). This 
approach can cause anxiety among L2 learners (Young, 1991:248).  
Samimy (1994) notes that a judgmental teaching attitude and a harsh manner of 
teaching (Aida, 1994) are linked to student apprehension in the classroom. 
Palacios (1998) compiled a list of teacher’s characteristics that are associated with 
students’ anxiety. These include; the absence of teacher’s support, indifferent 
personalities, lack of time for personal attention, preferential treatment, a sense 
that the class lack the necessary tools to match up with the teacher’s expectations, 
and a sense of being judged by the teacher or to impress the teacher. Students 
may also feel isolated and unworthy if, the teacher makes them feel anonymous. 
Shevlson and Stern quoted in Nunan (1989: 21) observed that teacher favouritism 
is manifested in classrooms by inconsistent error correction. In circumstances 
where the students are being judged, not listened to, or are unable to fully 
comprehend what the teacher is explaining, they might feel frustrated and 
ultimately a feeling of loss of control over the learning process occurs (Turulla, 
2002). 
The frequency and quality of contacts with native speakers may also affect the 
anxiety level of students (Clément, 1980). Lack of confidence in one’s linguistic 
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abilities makes one feel inferior and apprehensive to communicate with someone 
who has full command on English language for example, native speakers (Pierce, 
1995: 21). Davis and Rinvolucri’s (1990) investigation of language anxiety and 
classroom environment indicated that some classroom situations make students 
feel isolated, judged, and lacking control of the learning process. Often, teachers’ 
routines lie at the root of these feelings; they may be judgmental toward their 
students both verbally and non-verbally. In this regard, error correction whether it is 
done explicitly by giving the correct answers or implicitly- by pointing out the errors 
make a difference. The later method gives the student an opportunity for self-
correction and hence, a sense of empowerment that they are capable students.  
Moreover, peers in the classroom may also be judgmental when they exhibit a lack 
of patience, express disapproval, and mock each other in the classroom. These 
behaviours are not beyond the teachers’ scope of control and are directly related to 
effective classroom management techniques. Teachers who encourage 
competition in the classroom may be setting the ground for judgmental behaviours 
by the students.  
3.5.2.2. Classroom-related Factors 
In this section, the term ‘classroom’ is used to refer to the space where students 
and teachers interact with each other and use a variety of tools and information 
resources in their quest for students’ learning (Wilson, 1996). Classrooms 
represent complex contexts for the learning process (Wright, 2005). The ethos of 
the classroom environment and the interactions in the classroom can affect the 
manner through which students learn (McRobbie, Roth and Lucas, 1997).  
3.5.2.2.1. Physical Structure of the Classroom 
The physical structure of the classroom includes the vast array of classroom 
arrangements, such as distribution of space, light and seating arrangements.  
 Research into the classroom-learning environment has shown that the physical 
arrangement of a classroom can influence the behaviour of both students and 
teachers (Savage, 1999) and that a well-organised classroom tends to enhance 
students’ academic and behavioural outcomes (Walker, 1991). If a classroom-
learning environment is not appropriately organized to support class activities then 
the teaching plan that the teacher has planned can ultimately hamper and limit the 
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manner through which students’ learn. Conversely, a well-organised classroom 
environment facilitates instruction that is more effective and creates a climate for 
learning to take place. (Savage, 1999; Weinstein, 1992). Classroom seating 
arrangements may have an effect on students learning and sense of belonging to 
the learning context. Research has indicated that cluster seating encourages on 
task behaviour and social facilitative learning. In this regard, students like each 
other and are able to build a positive rapport with each other when seated facing 
each other. In contrast, in situations where the students are not facing each other 
or are sitting in a place that does not allow eye contact with the teacher or 
classmates, a feeling of not belonging will develop inevitably. 
3.5.2.2.2. Pedagogical Activities 
The L2 classroom entails many activities that may provoke anxiety reactions in 
students. Kosh and Terrell cited in Horwitz (2001: 118) suggest that students find 
the most anxiety provoking activities are giving a presentation, oral skits, and 
speaking in large groups. They also indicate that students feel highly anxious when 
called upon to answer a question, rather than given the chance to respond on a 
voluntary base.  
The organisation of learning can be important. Students reported feeling more at 
ease if they are paired with a classmate or are placed in a small group rather than 
a larger group. In the same way, Palacios (1998) argues that there are certain 
classroom characteristics that are anxiety producing such as oral participation, 
feelings of being put on the spot, the pace of the class, and fear of negative 
evaluation. Young (1990) outlines a list of classroom activities that are perceived 
by students as provoking anxiety: (1) unplanned role-play (2) speaking; (3) oral 
presentations or skits (4) exchange of ideas; (5) writing work on the board, (6) 
putting a considerable emphasis on grammar or avoiding grammar Young (1999). 
Error correction also plays an important role; being negatively evaluated by either 
the teacher or peers is often associated with anxiety. Daly and Buss (in Horwitz 
and Young 1991:9) identified five characteristics of anxiety-provoking situations, 
which can lead to increased communication apprehension levels. All of these 
characteristics occur naturally in a language classroom, which will have a negative 
effect on the behaviour and performance of individuals who already experience 
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high communication apprehension. The five characteristics are: (1) Evaluation – 
the greater the degree of evaluation in a particular setting, the higher the level of 
situational apprehension. (2) Novelty – the less familiar the situation and the 
people involved, the higher the level of situational apprehension. (3) Ambiguity – 
the more ambiguous the situation, the higher the level of situational 
apprehension.(4) Conspicuousness – the more conspicuous a person feels, the 
more apprehension he/she will feel especially when making errors.(5) Prior history 
– the greater the extent to which a situation created anxiety for the individual in the 
past, the higher the situational apprehension. People who have previously had 
negative experiences in a language classroom will probably enter a new language 
class with high anxiety levels and preconceived notions of what to expect.  
An additional factor that contributes to language anxiety is test anxiety. Test 
anxiety is defined as the ‘tendency to become alarmed about the consequences of 
inadequate performances on a test or other evaluations’ (Sarason 1986). During 
test taking, state anxiety may occur, because a particular student may also have 
predispositions toward trait anxiety. Consequently, if a student displays high state 
anxiety, he or she may have high trait anxiety. There are a number of conditions 
that might increase students’ test anxiety. These conditions include the following: 
(1) testing students on novice concepts, (2) using a testing format that students are 
not familiar with, (3) a highly evaluative testing conditions and (4) placing great 
emphasis on tests (Young 1991). In cases of severe anxiety, referral to an 
educational psychologist for more extensive evaluation is recommended 
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Figure 3 depicts the interplay between personal, teacher and classroom related 
factors that leads to language anxiety among L2 learners (my emphasis). 
 
FIGURE 3 THE COMPLEX RELATIONSHIP BETWEEN LEARNER, TEACHER AND CLASSROOM ACTIVITIES THAT MAY LEAD TO 
ANXIETY (MY EMPHASIS) 
These interrelated factors are considered potential sources of language anxiety 
among learners. Additional factors may also take into account the socio-cultural 
milieu of learning that are deeply embedded in the social imaginaries of a particular 
society. 
3.6 Social Imaginaries and the Emergence of Language Anxiety 
 
In discussing, the factors associated with language anxiety it is essential to 
consider the influence of the socio- cultural elements of a given society in shaping 
anxiety related behaviours among learners.  Horwitz (2001) review of research 
studies asserts that there are cultural variations through which FLA is experienced 
among learners. This conception is essential for our understanding of FLA because 
learners from different parts of the world do not share identical learning 
experiences.  These experiences are governed by educational systems that are 
greatly shaped by forces that sovereigns the uniqueness of the collective social 
imaginaries shared by members in any given society. In the field of LA, Da Costa 
(2015) was the first to coin this notion; he asserts that in investigating this 
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phenomenon, the impact of globalization and the wider social context of learners 
should be addressed by positioning these learners within a particular social 
imaginary (p.506). Taylor (2007) defines social imaginaries as (a) a way ordinary 
people imagine their social surrounding; it is carried in images stories and legends. 
At any point in time, a social imaginary is (b) complex involving both how things are 
and how things ought to be. It is shared by a large group of people, if not the whole 
society. A social imaginary refers to (c) a culture’s wide angle and deep 
background of understanding that makes possible  common practices, 
unarticulated and relevant sense giving features (2004:23-29. 2007 :171-2). Based 
on this conception, people in a given society learn conventions about when to 
speak and to whom they associate and all manners of customs and conventions. 
These conventions are usually passed down from parents to their off-springs 
based on their religion and socio-cultural upbringing.  To illustrate the manner 
through which examples of this reality is materialized among the Arabs; Naffsinger 
(1995) describes the Arab in society as being expected to show personal integrity 
to be socially acceptable. He states, that for Arabs, dignity and stature are granted 
only to those who show themselves as flawless. He further states:  
“The society of the Arab world has no place or respect for those whose errors or 
faults come to public knowledge. Blame, fault, or error accruing to an Arab 
personally brings his immediate fall from social grace and a loss of dignity or face.” 
(Naffsinger, 1995; Dignity vs. objectivity section, para. 3). From a socio-cultural 
perspective, the stigma of failure or making mistakes leads to the fear of ‘losing 
face’. Jones (2004: 34) emphasizes that language anxiety is a concern of face in 
different cultures. A concept of face is present, almost certainly, in every society 
and plays a part in inhibiting interaction for many people whose grasp of a foreign 
language is deficient. Fear of ‘losing face’ is a deeply embedded value in Arab 
culture. This value becomes especially pronounced when ‘losing face’ occurs in the 
presence of a superior who is in this case the teacher and or the classmates. The 
antecedent of this feeling is evident when the students consider the teachers of a 
higher social status. In this regard, students sense a feeling of an inferiority 
complex; feeling of lesser or lower status than others,  Pica (1987) indicates 
unequal status between students and teachers can be a cause of anxiety for 
students. 
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 An additional example to this imaginary is the emphasis placed on learning a 
second language. When learning, English is perceived as an obligation and 
English competence accreditation is seen as critical in order to matriculate or get a 
good job, this creates pressure on learners and hence leads to apprehensiveness 
in the EFL classroom. In the UAE, the basic rationale for studying English has 
underlying economic and educational implications. Emirati students of the present 
study are implicitly obliged to learn English for the purpose of securing entry into 
the Bachelor programme and to subsequently gain a better stance in the global 
economy, where English is the ‘lingua franca,’ or a legitimate international 
language that must be mastered in order to gain easier access to this global world.  
Failure to succeed in this status quo may have many adverse effects on the 
learner. This failure will lead to a shattered image of adequacy and result in the 
fear of ‘losing face’ while interacting with others.  
In sum, Arab L2 learners’ social imaginary is based on a deeply embedded cultural 
notion of perfectionist anticipation to succeed and to gain entry in the global world 
through the mastery of the second language. Failure to achieve this aim is usually 
hemmed with anxiety and fear of ‘losing face’ in a society that places great 
emphasis on dignity and stature. The effects of language anxiety is discussed next. 
 
3.7. Effects of Language Anxiety  
Many studies on anxiety in educational contexts have focused on the effect of 
anxiety on learner’s academic achievement (Tobia, 1979; Horwitz, 2001). Anxiety 
has been considered as a variable related to students’ underachievement, high 
dropout rates, and low GPA at all academic levels and with respect to various 
learning task and academic subjects. The learner’s attitudes, motivation, and 
anxiety have been frequently shown to be important elements for successful 
learning in the context of second language learning. Many educators and linguists 
have blamed anxiety for its debilitating effect on second language acquisition 
(Krashen, 1982; Saimmy, 1989; MacIntyre, 1995; Young, 1991). The negative 
association between anxiety and achievement in evaluative contexts has been 
generally attributed to the worry or cognitive component of anxiety, which is 
theorized to interfere with attention and cognitive processes involved in the 
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learning and performance process (Sarason, 1986). From a cognitive perspective, 
Tobia (1986) has proposed a model of the effect of anxiety on learning. She notes 
that anxious learners tend to engage in self-directed, deprecating cognition rather 
than focusing on the task itself. Non-anxious learners tend to engage more on 
relevant task rather than on self-defeating thoughts. This theory helps to explain 
the interaction between anxiety, task difficulty, and ability. According to Tobia 
(1986), interference to learning may occur at three levels: input, processing, and 
output (refer to Figure 4).  
 
 
 
 
 
 
 
 
During input, anxiety may cause attention deficits and poor initial processing of the 
given information. Anxiety acts like a filter preventing information from getting into 
the cognitive processing system. This is similar to Krashen’s theoretical construct 
of “affective filter hypothesis”. Krashen defines the ‘affective filter’ as an imaginary 
wall controlled by the learner’s motives, attitudes, or levels of anxiety that allows or 
inhibits language input. For instance, second language learning is hampered when 
low motivation, low self-confidence, and high debilitating anxiety unite together and 
increase the affective filter, which prevents comprehensible input. People with 
higher anxiety face difficulty in staying on task, because time is divided between 
processing their emotional state and the task. Relaxed students would be better 
able to gather information because they do not experience this type of interference. 
Obviously, if words or phrases do not enter the system, they cannot be processed 
or retrieved later. At the processing stage, if the task is relatively simple, anxiety 
may have little effect. Conversely, if the task is difficult, relative to ability, anxiety 
shows greater impact on learning. Anxiety can influence both the speed and 
FIGURE 4  THE EFFECT OF ANXIETY ON COGNITIVE PERFORMANCE 
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accuracy of learning. In this sense, anxiety acts as a distraction, learners may not 
be able to learn new words, phrases, grammar, when they are anxious. MacIntyre 
in Young (1999) indicated that this worrying may take the form of a preoccupation 
with future communication or the fear of misunderstanding a particular concept. 
Students, who are unable to process information, integrate it with existing 
knowledge, and who are unable to understand what they hear are more prone to 
 set the ground for impairment and interference of the language and its use. 
Difficulty in rehearsal of information would be an example of this type of effect. At 
the Output stage, anxiety may interfere with the retrieval of previously acquired 
information. The experience of going completely blank or “freezing” on tests can be 
due to the effect of anxiety at the time of retrieval (MacIntyre and Gardner in Young 
1991). McIntyre and Gardner (1999: 301) argue, “The potential effects of LA on 
cognitive processing in the second language appear pervasive and may be quite 
subtle.” In their study, McIntyre and Gardner reported that performance at all three 
stages; input, processing, and output may be hindered by language anxiety and 
the strongest correlation was observed for the processing and output stages. 
Strong correlations were reported for the time required to recognize words, ability 
to hold words in the short term memory, memory for grammar rules, ability to 
translate a paragraph, memory of new vocabulary words, time required to complete 
a vocabulary test, ability to retrieve vocabulary items from long term memory, 
ability to repeat items in native language, ability to speak with an accent, 
complexity and fluency of spoken language. The results indicated students might 
require more time to take in information, if they have the time to do so; 
performance at later stages is not affected by anxiety. On the other hand, time 
limits aggravate LA and performance during the processing and output stages is 
hindered. The Krashen hypothesis and Tobia’s theoretical assumptions  on the 
relation between anxiety, cognition  and its effect on language acquisition and 
learning, has increased language teachers’ awareness about the importance of 
creating stress free classrooms. In this regard, Krashen (1982) calls on  language 
teachers to adopt motivating teaching strategies such as tolerating students’ 
mistakes, building up risk free language classes and making the class a primary 
source for ‘comprehensible input’. In the next section, approaches to the study of 
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anxiety in second language learning are reviewed focusing particularly on its 
academic effects.  
3.7.1. Language Anxiety and Academic Effect  
Language anxiety may affect students’ academic performance in the second 
language classroom. Research has persistently shown that language anxiety is a 
universal problem experienced by many students in the language classroom in 
different parts of the world. However, research on the relationship between 
language anxiety and academic achievement has provided contradictory results. 
Some researchers reported a negative relationship between LA and achievement, 
for example, the higher the anxiety state, the lower the performance, (Horwitz, 
2001; Gardner, Clément & Smythe, 1977, 1980: cited in Onwuegbuzie et al., 1999: 
218). Conversely, others reported no relationship, or a positive relationship 
(Scovel, 1978). Horwitz (2001: 121) has emphasized that the issue of 
understanding the relationship between anxiety and achievement is unresolved. 
These contradictory results illustrate that anxiety is a complex, multi-faceted 
construct. The effects of anxiety on language learning and performance could be 
conceptualized as facilitative or debilitative in form. Anxiety that impedes learning 
is referred to as ‘debilitating anxiety’, because of its harmful consequences on the 
learner’s performance. This harmful anxiety engulfs excessive feeling of doubt and 
worrying which alternately leads to avoidance of the language. Gardner and 
MacIntyre (1993) assert that the strongest negative correlation of language 
achievement is anxiety. Examples of research studies that illustrate the negative 
correlation of anxiety with achievement include grades in language courses (Aida, 
1994; Horwitz, 1986; MacIntyre and Gardner 1994; Young 1986); performance in 
speaking and writing tasks (Young 1986); self- confidence in language learning 
(MacIntyre and Gardner 1991; MacIntyre and Gardner 1992); over studying 
(Horwitz et al. 1986; Price, 1991).  Empirical research has also indicated anxious 
L2 learners are less likely to volunteer answers or to participate in oral classroom 
activities (Ely, 1986; Horwitz et al., 1986; Koch and Terrel in Young 1991; Price, 
1991). Moreover, learners with high levels of anxiety communicate less and 
provide limited information than their counterparts (MacIntyre and Gardner 1991a; 
b; MacIntyre et al., 1997; Philips, 1992). The negative effect of anxiety on learner’s 
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oral participation in second language has been offered as another explanation for 
the underachievement of learners in L2 contexts. Second language learning relies 
heavily on learning through participation, language learners who do not participate 
in classroom discussions are at a disadvantage compared to a relaxed learner 
Dornyei (2005). Their lack of participation or withdrawal from communicative 
situation has an adverse effect on their performance in L2 contexts (Horwitz, 1995; 
MacIntyre, 2002). 
On the other hand, anxiety may be helpful or ‘facilitating’ in that it may contribute to 
learners’ alertness (Scovel, 1978). Studies that show a positive relationship 
between anxiety and achievement include oral production of difficult English 
structures among native Arab speakers and Spanish speakers (Klienmann 1977), 
high language proficiency and self-confidence among a handpicked group of 
excellent language learners (Eherman and Oxford 1995). 
Anxiety, in its debilitating and facilitating forms, serves simultaneously to motivate 
and to warn the learner to either fight or flee from the learning task. Scovel (1991) 
asserts that facilitating anxiety “motivates the learner to “fight” the new learning 
task; it gears the learner emotionally for approach behaviour” while, debilitating 
anxiety, in contrast, “motivates the learner to “flee” the new learning task; it 
stimulates the individual emotionally to adopt avoidance behaviour” (p: 22).  
Conversely, a contradictory point of view asserts that language anxiety is not a 
cause behind students’ underachievement, but rather a consequence of 
differences in language learning (Ganschow and Sparks 1996). In this framework, 
Sparks and Ganschow (1991) propose the linguistic coding difference hypothesis, 
which assumes that success or failure in second language is dependent on the 
learner’s aptitude. In this regard, a learner’s apprehensiveness about FL learning is 
a sign of poor language aptitude and resulting language learning difficulties 
(Ganschow and Spark, 1996; Ganschow, Sparks, Anderson, Javorsky, Skinner 
and Patton, 1994 in Arnold 2005). 
The relationship between language anxiety and language skills is discussed next. 
3.7.2. Language Anxiety and Language Skills 
The relationship between language anxiety and different learning skills in English 
language was investigated by many researchers.(Young, 1992; Tanveer, 2007; 
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Kim, 2002; Kuru-Gonen, 2005 Cheng et al, 1999; Leki, 1999).Young (1992) asserts 
that language learners might have anxiety around one or more skills. However, the 
most anxiety-inducing scenario among students is concerned with speaking and 
oral performance in L2 contexts. In such situations the learners’ anxiety stem from 
being negatively evaluated by teachers and peers, perfectionism, fear of making 
mistakes, low self-esteem, and some linguistic difficulties related to pronunciation 
and grammar ( Tanveer, 2007). Listening comprehension is often cited as a source 
of anxiety and apprehensiveness among L2 learners. Huang (2009) indicated that 
there are five potential sources of listening comprehension anxiety. These sources 
are: (1) the characteristics of the listening comprehension task, (2) the logistics of 
the listening task such as speed, pronunciation, length and level of vocabulary 
used, (3) teacher’s classroom routine such as error correction, (4) learners’ self-
esteem, and (5) listening to unknown texts or sitting for a dictation.  
Reading is considered by many educational practitioners as the least anxiety 
provoking skill, however many studies have affirmed its existence. Kim (2002) 
points out the existence of literacy anxiety whereby reading anxiety is caused by 
reading abstract texts with unfamiliar content. (Kuru-Gonen, 2005) emphasizes that 
reading anxiety originates from lack of motivation, negative past experience, 
difficult linguistic structures, boring topics, fear of negative evaluation. As for 
writing, a significant number of researchers (e.g., Cheng et al., 1999; Leki, 1999; 
Hussien, 2013) find writing a potential source of anxiety.  
Aida (1994) argues that one of the linguistic factors that shapes student second 
language learning is the language distance between L1 and L2. Aida asserted that 
the difficulty in learning a language depends on how different L2 is from the 
learners’ native language. Thompson (2000) stated that the more similar L1 is to 
L2 the easier for the learner to translate between them. 
Woodrow (2006) studied 275 advanced learners from Europe, South America and 
Far Eastern countries. The results indicated that those students demonstrated 
lower level of anxiety as compared to Far Eastern students. The findings supports 
Aida’s assertion that the difficulty of a second language is related to how similar it 
is to L1. It also supports Thompson theory that western countries share similar 
culture and similar Latin root words and as such , it is assumed that European tend 
to experience less anxiety as compared to Far Eastern countries in speaking 
- 50 - 
 
activities for instance. Therefore, it is speculated that Arab students may 
experience high level of anxiety when learning a second language because of the 
great distance between L1 and L2. 
Thus based on the findings of the previous studies  on the link between specific 
language skills and the emergence of specific anxieties among learners this affirms 
the notion that FLA might be the outcome of the difficulties learners face when 
learning certain language skills in L2 contexts. The causes of these specific types 
of anxieties are attributable to both learner and situational factors embedded in the 
context of L2 classroom. In the next section, a review of the manifestations of 
language anxiety is discussed. 
3.8. Manifestations of Language Anxiety 
Language learning must be a rewarding experience not hemmed with nerve-
racking experiences for the learner. Some learners experience significant levels of 
anxiety in their language classes that is manifested cognitively, physiologically, and 
behaviourally. Shwarzer (1986) reported that individuals engage in self-defeating 
cognition, and this applies to language learners as well (Young, 1991). Examples 
of self-defeating thoughts include students thinking of others opinion about their 
proficiency level. Examples of physiological anxiety responses include headaches; 
sweaty hands, cold extremities; shaking, sweating and pounding heart (Wörde, 
2003). Behavioural manifestations include; avoidance behaviour, nervous laughter, 
joking, giving short answers, foot tapping, desk drumming, and avoiding eye 
contacts (Horwitz et al., 1986). Horwitz et al. (1986) suggest that students are 
anxious when they refrain from conveying difficult messages, freeze up in role-play 
activities, claim that they forget the answer to a question although they know the 
answer, write down the wrong answer on a test due to nervousness, and over-
study without any progress in results (p.126-127). Teachers who believe that a 
certain level of anxiety is an essential motivator to learn are literally setting the 
ground for severe anxiety reactions in some students.  
Students’ various responses to anxiety may impel teachers to assume that the 
students lack motivation, or lack the mental ability to acquire the simplest skills in 
second language. It is however vital to keep in mind that behaviours vary across 
cultures, and what might seem like anxious behaviour in one culture might be 
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considered quite normal and acceptable in another. Therefore, teachers must be 
aware of what constitute as acceptable behaviour in cultures that are different from 
the one they come from. Some of the manifestations of language anxiety are often 
readily observable that any receptive teacher can identify even without the use of 
FLCAS. Based on a synthesis of the literature review, I have summarized the 
manifestations of FLA in a checklist format (Appendix A). This list is compiled and 
adapted from Oxford cited in Arnold (2005) Young (1991), Wörde (2003), and 
Horwtiz (1986). All of these signs- may infer the existence of language anxiety 
among L2 students.  
3.9. Strategies to Alleviate Language Anxiety 
Ehrman and Dornyei (1998) argue that an unconscious learning alliance between 
teachers and students permits them to take risks and suspend ordinary power 
relationship. Promoting a sense of safety, interpersonal boundaries, and student- 
centred approaches are crucial for the alleviation of anxiety among students in 
different contexts. Horwitz, Horwitz, and Cope (1991) state, educators should help 
anxious students cope with anxiety-provoking situations and attempt to make the 
learning environment less stressful. Creating a low-anxiety classroom atmosphere 
appears to be a prerequisite for success in language learning. 
A broad range of research has been done on how to help students cope with 
language anxiety in academic settings. The focus was primarily on cognitive, 
affective, and behavioural approaches (Hembree, 1988:67). Cognitive approach 
focuses on the thinking disturbances that occur in the classroom, and intervention 
in this regard centres on cognitive restructuring and rational emotive therapy. The 
affective approach attempts to alter the negative association between the 
classroom and anxiety. Interventions in this regard include systematic 
desensitization2. Whilst the behavioural approach postulates that anxiety occurs 
because of poor academic skills. Accordingly, training students in acquiring 
                                                                
2 Systematic desensitization is a type of behavioural therapy that is basically based on the concept of classical 
conditioning, this type of therapy is used to overcome phobias and anxiety disorders. It generally assumes 
three essential therapeutic steps: (1) identification of an anxiety inducing stimulus hierarchy, (2) learning 
relaxation and coping techniques and (3) the use of these skills in overcoming certain fears. (See Wenrich, 
Dawley& General (1976). Self-directed systematic desensitization: A guide for the student, client and 
therapist).  
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effective study skills is assumed to alleviate anxiety (Kondo & Ying-Ling, 
2004:259). 
Young (1990: 1) also provides suggestions that may help anxious learners such 
as; (1) using an anxiety graph; (2) asking for remedial instruction or joining a 
support group; (3) using more pair and group work; (4) playing language games 
with an emphasis on problem-solving; and (5) role-playing with preparatory 
activities to instil class rapport. Furthermore, Young indicates that students feel 
more at ease when the teachers’ manner of error correction is not callous and 
when they are friendly, patient, adopt a good sense of humour, and are not rigid in 
their approach. The second language teacher plays a fundamental role in fostering 
a non-threatening environment for students. This can be achieved by boosting the 
self- esteem of students through giving them many opportunities for success, 
reducing competition, catering for variant learning styles, encouraging students to 
recognize symptoms of language anxiety, identifying anxiety-maintaining beliefs, 
and help student practice positive self-talk. 
Many factors have been assumed to affect language learning, and in turn have an 
impact on students’ beliefs and anxiety level in the classroom. Social, 
psychological, and cultural factors have increasingly been regarded as affecting 
anxiety level among L2 learners in EFL contexts. Cultural factors such as 
embedded Arabian values and cultural differences between L2 learners and 
expatriate teachers have sometimes caused conflicts in the classroom (Hudson, 
2013). Conflict may stem from lack of intercultural awareness on the part of 
students and teachers alike. In this respect, possible differences between the 
social norms and values of Emirati students and those of the L2 expatriate 
teachers with regard to issues such as religion, politics, perceptions, beliefs and 
learning styles shapes the Emirati teaching and learning ethos in HEI. The totality 
of these elements gives rise to a unique culture of learning in L2 HEI. Hence, if 
expatriate teachers are not receptive to the culture of learning that shapes the 
Emirati students’ perception of learning, then this might give rise to problematic 
pedagogical approaches whereby learners are to blame, and vice versa. This 
conflict might lead to a mismatch between teacher and learner perspectives and 
has been empirically found to have a negative impact on students’ learning and 
teaching context (e.g. Nunan, 1995; Entwistle, 2003).  
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Therefore, classroom related factors compounded with the teacher’s pedagogical 
approach and personal factors of the learner form a complex interplay through 
which the anxiety state of the second language learner is investigated in this study.  
Thus, it may be appropriate to investigate LA from a variety of perspectives (Young 
1992).  
3.10. Conclusion 
The above discussion has evidently outlined the complexity of language and has 
certainly affirmed my conviction that language anxiety is a multi-dimensional 
phenomenon that should be investigated from different approaches and 
perspectives; hence, the justification of using a multi-method approach to 
investigate the phenomenon was set forth. As stated earlier, the significance of this 
research rests on a paradigm, which attests the existence of substantial variation 
through which FLA is experienced not only across cultural groups Horwitz (2001) 
but also across regions within a specific country (Yan and Horwitz 2008). The 
scarcity of research on FLA in the UAE and the existence of cultural variations 
among learners from different cultures adds to the unique originality of this study 
and warns that generalizations from various studies on LA to the UAE context 
should be considered with absolute cautiousness. In addition to the 
aforementioned factors, the importance placed on learning English compounded 
with the transformational forms of the educational system adds a distinctive 
dimension to the study of LA in the UAE.  
Therefore, in order to fill the gap in the literature, and to expand the field current 
understanding of LA in the Arab world, this mixed method research design study is 
set forth. It is also affirms the importance of Alrabia (2014) and (Hussien, 2013) call 
for using multi-methods for the purpose of exploring and investigating possible 
factors associated with language anxieties and the coping strategies used by 
students to alleviate its existence. It is also worth mentioning that the original 
research question was slightly reworded (see ethics form) due to the difficulty of 
collecting data from the wider socio-cultural environment for example parents and 
key education policy makers. Consequently, this case study with its core intent to 
investigate language anxiety among Emirati learners; assumes that attitudes, 
beliefs and perception of students and teachers, embrace an implicit aspect of 
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learning a language and that there are many factors that influence these 
perceptions and ultimately the anxiety level of L2 learners. It is also assumes that 
language anxiety that many students experience in L2 classrooms cannot be 
defined in a linear manner (Skehan, 1989), but rather it may be viewed as a 
complex psychological construct, influenced by many interrelated factors.  
Thus, in keeping with the main topic of the thesis “Language Anxiety: A case study 
of the perceptions and experiences of teachers’ and students’ of English as a 
Foreign Language in one higher education institution in the United Arab Emirates.” 
The data is expected to answer the following research questions:  
RQ1: What are L2 teachers and students’ perceptions of the extent to which L2 
students’ attitudes and beliefs about learning English contribute to L2 students’ 
feelings of anxiety? 
RQ2: What are L2 teachers and students’ perceptions of the extent to which the L2 
classroom environment contributes to L2 students’ feelings of anxiety? 
RQ3: How is this anxiety manifested amongst L2 learners? 
RQ4: What strategies do L2 teachers and students believe would be effective in 
reducing levels of anxiety in the L2 classroom? 
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CHAPTER 4 RESEARCH METHODOLOGY 
4.0. Introduction to Methodology 
In this chapter, I discuss the philosophical assumptions underpinning the design of 
this study. Consideration of the research questions is followed by a discussion of 
the research tools and methods used. The sample and sample characteristics are 
explained; the benefits of using a mixed method approach are discussed and 
details are given of the research instruments employed. The procedures used to 
analyse the different data sets are reported. An explanation of how ethical issues 
were considered and addressed is provided. The chapter concludes with a 
discussion of the limitations of the study and the reasons for these.  
As identified in chapter 3, language anxiety is a complex psychological 
phenomenon that is better understood with the use of a broad lens that takes into 
account the students, teachers, and the classroom environment, in general. In 
order to achieve this purpose, this case study was guided by four overarching 
goals; I aimed to investigate the pervasiveness of language anxiety among 
Foundation level Emirati students and the degree of this anxiety. I sought to 
identify students’ attitudes and beliefs toward learning English. I also sought to 
explore the students’ perceptions of the EFL classroom environment. The fourth 
goal aimed at exploring teachers’ perception on the causes, manifestation, and 
alleviation of language anxiety. 
4.1. Research Framework: Research Paradigms 
One of the fundamental influences on the selection of a research design is the 
researcher’s own worldview (paradigm). Ernest (1994) points out that “there are 
multiple research paradigms, each with their own assumption about knowledge, 
about the world, about how knowledge is obtained, about education” (p. 19). In 
educational research, the most common paradigms are scientific, interpretive, and 
critical. The researcher’s ontological and epistemological positions shape their 
aims and rationale for conducting a particular study and the nature of the 
knowledge to be achieved from it. Positivist researchers aim to search for objective 
knowledge or truth in the form of laws leading to prediction and control (Cohen, 
Manion, & Morrison, 2007). Interpretivist researchers, on the other hand, aim to 
understand the world by interpreting subjectively constructed meanings (Pring, 
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2005). Those working within the critical paradigm seek change and intervention for 
social reform, thus focusing on social justice issues (Cohen et al., 2007). 
The methods and techniques used by positivists are quantitative in nature. The 
interpretive paradigm approaches rely on naturalistic methods such as observation 
and interviewing, document reviews, and visual data analysis. For my study, I 
decided to adopt a mixed methods approach, sometimes described as a 
‘pragmatic’ approach, in order to address my research questions.   
The significance of ‘pragmatism’ as a philosophical paradigm underpinning mixed 
methods studies arises from its focusing attention on the use of multi-method for 
understanding a research problem without committing to only one system of 
philosophy or reality (Tashakkori and Teddlie, 1998). Therefore, as a pragmatist, 
my philosophical underpinning of this research rests on a continuum between the 
positivistic and interpretivistic traditions. It is greatly shaped by the ontological and 
epistemological assumptions from positivistic and interpretivistic approaches. 
According to this principle, researchers should collect multiple data using different 
strategies, approaches, and methods in such a way that the resulting mixture or 
combination is likely to result in complementary strengths and non-overlapping 
weaknesses. The aim here is not solely based on corroborating the data but to 
increase understanding on a particular phenomenon. Consequently, the pragmatic 
rationale for combining both quantitative and qualitative research methods is based 
on my philosophical and practical assumptions that neither quantitative nor 
qualitative research methods alone can provide a holistic and transparent picture of 
the complexity of the psychological phenomenon under study if each is used in a 
state of secluded absolutism. Hence, combining both methods provides a deeper 
insight and understanding of language anxiety because each of these methods can 
counteract the weaknesses of the other while building on the strength of each 
(Tashakkori and Teddlie, 1998) see Appendix B.  
 
4.2. Research Design-Mixed Method: Sequential Two Phases Design 
Creswell, Plano Clark, Gutmann, and Hanson state that a mixed methods study: 
“involves the collection or analysis of both quantitative and/or qualitative data in a 
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single study in which the data are collected concurrently or sequentially, are given 
a priority, and involve the integration of the data at one or more stages in the 
process of research” (2003:212). The present study used a mixed method 
approach in a sequential multi-phase explanatory design. By adopting a mixed 
method research approach, the  study implicitly assumed a pragmatic stance 
towards knowledge, in this case understanding the research problem and finding 
answers to the research questions was felt to be more crucial than dwarfing the 
problem to be studied based on an inclination for a particular methodology (i.e. 
qualitatively or quantitatively). The focus is on the “what” and “how” of the research 
problem (Creswell, 2009). Therefore, the use of a mixed methods study allows me 
to mix “multiple methods, different world views, and different assumptions, as well 
as different forms of data collection and analysis” (Creswell, 2009:11). Mixed- 
method research embodies a number of benefits. Chiefly, the combination of both 
approaches can offset the weaknesses of either approach used in isolation. Using 
a multi-method approach enables triangulation and support for the accuracy of the 
data, which can in turn enhance its validity and reliability. Triangulation emerges 
from an ethical need to authenticate the validity of the processes and, in case 
studies; it can be achieved by using multiple sources of data comparing them to 
decide if it corroborates (Yin, 2003; Creswell, 2003). In studying a complex 
phenomenon, Yan and Horwitz (2008) emphasize that valuable information can be 
gained by listening to the participants’ experiences and voices. Patton (1990) notes 
the value of using variant data collection methods when investigating human 
behaviours and attitudes. Therefore, using mixed method allows for a better 
understanding of the participants perspectives on FLA. 
The principle research problem was to gain an in-depth understanding of language 
anxiety as experienced by Arab male college level students. The use of Foreign 
Language Classroom Scale (FLCAS) gave a pre-existing research based 
theoretical framework on the extent and severity of this problem among the 
students. This was a necessary starting point for the current study since it 
established the existence of this phenomenon among the students. My aim was to 
draw from both quantitative and qualitative in order to describe the existence of LA 
from a holistic and eclectic perspective, and to augment the description with an 
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understanding of how the classroom environment impinges in any way on its 
proliferation. From a pragmatic standpoint, understanding the phenomenon of LA is 
a pivotal point to this thesis. The employment of a multi-method approach is one 
strategy that researchers can use to inductively and deductively gain the 
knowledge needed to understand a particular problem such as this. Therefore, in 
phase 1 of the study, the quantitative data had more weight than the qualitative 
data. While in phase 2 of the current study, both the quantitative and qualitative 
components of the scale were emphasized equally. The justification behind this 
approach originates from the rational that integrating the questionnaires and the 
interviews findings (students’ focus interviews and teachers’ one-on-one 
interviews) can be employed to triangulate the findings, which leads to a more 
holistic and eclectic understanding of the phenomenon under study. 
This case study comprised two phases. Phase 1 of the study FLCAS was 
administered to all students in Foundation English with the intention to flag up 
classes that showed highest scores on anxiety. This resulted in the collection of 
quantitative data on the anxiety state of students across classes. A subset of these 
L2 learners was informally interviewed to get a preliminary understanding of the 
context. In Phase 2 of the study FLCAS, CUCEI, and BALLI were used with the 
classes that exhibited the highest levels of anxiety in Phase 1. In the Phase 2 of 
the study, FG interviews were undertaken with students and one-on-one interviews 
with four teachers. In addition, observations were carried out of some L2 classes. 
I was keen to find in-depth answers to my questions and this approach provided a 
strong means for my inquiry and have added a methodological contribution to 
knowledge. Therefore, the use of mixed methods allowed the use of scales, 
inventories, observations and interviews to complement each other, as well as to 
unify both the participating teachers and students perceptions along with me, the 
researcher, to make a more comprehensive and transparent evaluation of the 
derived data. Consequently, this approach paved the way for triangulating the 
findings and to investigate the phenomenon from variant angles through the use of 
both quantitative and qualitative data to answer the research questions.  
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4.3. Case Study Approach 
As signalled earlier, I chose to undertake case study research. Yin defines ‘case 
study as “an empirical inquiry that investigates a contemporary phenomenon within 
its real-life context” (Yin, 2003: 13). Robson (2002) adds to this, stressing that 
looking at a case or phenomenon in its real life context usually involves employing 
many types of data collection (p.178). Stake (2005) distinguishes three types of 
case studies in terms of their purpose: (a) the intrinsic case study is used to 
understand the unique nature of a particular case (for example, the person or an 
organization); (b) the instrumental case study is intended to give insight into a 
wider issue and to draw possible generalizations; and (c) the multiple or collective 
case study is undertaken to study a number of cases jointly. In this case study, I 
am interested in learning about language anxiety within one higher education 
institution. The research design was geared towards gaining an in-depth 
understanding. In this sense, my case can be described as ‘intrinsic’, but while my 
key focus was to understand language anxiety in the context of one higher 
education institution in the UAE, I was hopeful that my findings might also flag up 
issues, which might be of interest to the wider L2 community. Therefore, there 
could also be the possibility of this case being instrumental in generating wider 
understandings of this phenomenon. The process employed in this case study 
describes the mechanism through which the data was gathered and analysed and 
which in turn leads to answer the research questions. This process could be 
viewed as helpful in understanding the possible existence of this complex 
phenomenon within similar context in the Gulf region. My sole interest is to learn 
how language anxiety can be prevented or reduced by identifying the variables that 
leads to its occurrence. This may consequently lead to improved practices in 
similar institutions. 
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4.4. Research Methods and Plan 
As stated earlier, I adopted a case study approach, which involved multiple 
methods of data collection, over two phases:  it included the use of scales, 
inventories, observations and interviews. Figure 5 shows the plan I followed in 
collecting the data of this research. 
 
 
Figure 5: The case study time- line of the Two Phases 
 
4.5. Pilot Study 
To provide a firm foundation for the case study and to establish its feasibility, a pilot 
study was conducted during the months of September and October (2011). The 
reasons for carrying out a pilot study included the following: (1) testing the reliability 
and validity of the proposed tools for data collection; (2) identifying the strengths 
and limitations of the research methods; and (3) determining the time needed for 
collecting and analysing the data.  Considering the fact that the participating 
Time frame 
 
Tool Participants 
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2011 
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2011/2012 
 
Foreign language Classroom Anxiety 
Scale(FLCAS) 
Foundation level students  
P
h
a
s
e
1
 
 
January 
2012 
 
Informal  
interview 
 
10 students 
 
March/ April 
2012 
FlCAS  
College and University Classroom Environment 
Scale (CUCEI) 
CUCEI 
Belief about Language learning Inventory 
(BALLI) 
56 participants 
P
h
a
s
e
2
 
 
May 
 
observations 3 observations 
May Students interview 
Teachers Interview 
Students 50/4 FG 
Teachers x 4 - 1:1 
interviews 
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students are Foundation level students, I assumed that they might be equipped 
with the necessary linguistic skills to understand the content of the given scales 
(FLCAS, BALLI, and CUCEI) but, as will be seen, this was not the case. The 
preliminary phase of the pilot study was conducted in English. However, 
undertaking this step revealed the need to translate the instruments and the 
interviews into Arabic. The three questionnaires were therefore translated, piloted 
and revised before distribution. In order to ensure the content validity of the scales, 
a professional translator and I translated the scales, a method that is referred to as 
multiple translators. The aim of this method is to make certain that the translated 
scales serve its purpose and are effectively suitable in terms of language and 
content. The translated scales were tested for response validity by using thinking 
aloud protocol with a professional translator, and two students who have an 
excellent command of the English language. The students were asked to read out 
each item, highlight any questions they found confusing, and to make general 
comments on the scales. The pilot phase of the study, which took place in 2011 
helped to refine the data collection plans with respect to both content and 
procedures to be followed. It also provided a trial run for the scales, which involved 
testing the wording of the questions, identifying ambiguous questions and testing 
the technique that was used to collect the data. The three translated 
questionnaires along with consent forms were given to 22 students3 registered in 
levels one and two of the foundation program. Upon completion, I asked the 
participants whether they came across any difficulties in answering the translated 
items. In this respect, the participants claimed that the items on all three 
questionnaires are comprehensible and easy to complete. Typo errors were 
pointed out and later corrected. In this study, factor analysis of the translated 
scales were not attempted because of the small number of participants who 
participated in the pilot phase. According to MacCallum, Widaman, Zhang & Hong 
(1999) sample size should not be less than 100. Moreover, Comrey and Lee 
(1992) thought that 100 is poor, 200 is fair, 300 is good, 500 is very good, and 
1,000 or more is believed to be excellent. They urged researchers to obtain 
                                                                
3 These students were exempted from participating in the actual formal study (phase one and two). 
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samples of 500 or more observations whenever possible (in MacCallum, Widaman, 
Zhang & Hong, 1999, p.84). As indicated earlier, one of the main aims of piloting 
the questionnaires was to test these instruments validity and reliability. The 
reliability of the questionnaires was also tested during each phase of the study. In 
the piloting phase, internal consistency was measured using Cronbach alpha 
coefficient. The internal consistency for FLCAS, BALLI and CUCEI in the piloting 
phase of the 22 students who participated in the piloting phase yielded 0.87, 0.68 
and 0.82 respectively. As discussed later in the chapter, reliability procedures for 
each of the questionnaires were provided in an effort to emphasize the robustness 
and soundness of the research findings of the study. 
The focus group interviews questions were also piloted and scrutinized by a 
colleague who holds a Doctorate degree in Education. The questions were tested 
with five students in the Foundation Program. By piloting the interview questions, I 
was following Wragg’s (1984:189) recommendation of the importance of piloting 
the interview question with a group of respondents that are similar in make up to 
the group that would be interviewed, and that a qualified person should scrutinize 
these questions. Results from the pilot study provided useful feedback for 
designing the case study. The changes included rephrasing some of the translated 
questions. These items were highlighted, altered and double-checked for any 
connotative meanings. Consequently, the piloting stage set the ground for 
conducting both phases of the current study in Arabic. 
4.6. Phase 1 
This section describes sampling, data collection and analysis procedures for Phase 
1 of the case study. 
4.6.1. Phase 1-Sampling Procedures 
In this study, I decided to use purposive sampling. Patton defined purposeful 
sampling as selecting a specific sample “to learn something and come to 
understand something about certain select cases without needing to generalize to 
all such cases (1990: 100). Kumar (1996) asserts it is useful in describing a 
phenomenon, or in developing, something about which only little is known. 
Therefore, I intentionally selected participants who might be experiencing language 
anxiety in L2 contexts. The main purpose of choosing this sampling method was to 
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identify the classes, which exhibited the highest level of anxiety. These classes, 
which displayed the highest level of anxiety, then participated in Phase 2 of the 
case study. Therefore, sample of 278 students in 18 classes representing the total 
number of classes of both level one and two in the Foundation program completed 
the 33-items FLCAS questionnaire during November and December 2011. Of the 
participants, 119 (43%) were level One students, and 159 (57%) were level Two 
students. 
Hence, the main aim of Phase 1 was to highlight the classes that displayed the 
highest level of anxiety as shown by the use of FLCAS. In order to achieve this 
purpose, the FLCAS was given to all Foundation level male students. Table 1 
presents the number of students attending each level.  
Table 1: Phase 1-Number of Students in Level One and Level Two 
 
 
 
 
I think it is vital to mention the reasons behind my decision, as a female, to recruit 
male participants for this study. My choice was pragmatic. I was a full time faculty 
member at an all Emirati male students’ college during the period that this study 
was undertaken. Therefore, trying to choose a different setting was almost 
impossible to even consider due to time constraints and the distance I need to 
travel while keeping in line with my teaching load. 
 
4.6.2. Phase 1 - Data Collection methods and Analysis 
FLCAS was administered to Foundation students’ levels one and two; the total 
number of students was 278 during week 8 of term 1. 
The Foreign Language Classroom Environment Scale (FLCAS) was used in this 
study in order assess the scope and severity of participants’ FLA. The rationale for 
using this instrument in Phase 1 was twofold: (1) to assess the students FLA level 
and (2) to identify the classes that scored the highest scores. The instrument was 
 Frequency Percent Valid Percent  Cumulative Percent 
Valid Level 1 119 43 43 43 
Level 2 159 57 57 57 
Total 278 100.0 100.0  
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also given to classes that scored the highest scores in term two with the intent of 
reaffirming the existence and severity of this phenomenon among the selected 
participants. The major aim of the scale is to assess the extent and nature of FLA 
(see Appendix C). Horwitz and associates developed FLACS in 1986. FLACS is a 
self-report measure, which determines “the degree of anxiety, as evidenced by 
negative performance expectancies and social comparisons, psycho- physiological 
symptoms, and avoidance behaviours” (Horwitz et al. 1986:559). The scale has 
demonstrated internal reliability, achieving an alpha coefficient of .93 with all items 
producing significant corrected item-total scale corrections. Test reliability over 
eight weeks yielded an r = .83 (p<.001) (Horwitz et al., 1986). FLCAS is based on 
an investigation of possible causes of LA in a classroom, integrating the three 
related performance anxieties posited by Horwitz et al. (1986): communication 
apprehension, fear of negative evaluation and test anxiety. Horwitz (1986:560) 
stated that possible scores on the FLCAS ranged from 33 to 165; the theoretical 
mean of the scale was 99. This study showed that the mean of anxiety scores 
measured by the FLCAS for the entire group of 278 subjects in phase one was 
86.4958 and the range was 62-139, indicating moderate levels of anxiety among 
the surveyed students.  The reliability analysis of the adapted scale in phase one 
was conducted by Cronbach’s alpha using the statistical package for the social 
science version (21). It is generally agreed that a Cronbach Coefficient of 0.70 or 
above is considered acceptable.  The adapted scale achieved a Cronbach value of 
0.895, which demonstrates good reliability level. 
Table 2 provides a brief overview of findings from the use of FLCAS across a 
number of research studies. These studies used the Foreign Language Classroom 
Anxiety Scale (FLCAS) to measure the anxiety of students at different educational 
levels. As shown in the table, the mean of FLCAS across studies is adequately 
consistent. The result of this current study is similar to what has been reported in 
the literature of anxiety research. 
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Table 2  Summary and Comparison of Results in Previous and Current Studies 
 
 
To assess the scope and severity of foreign language anxiety experienced by 
Foundation level students, descriptive statistics were used. As stated earlier, the 
main aim of Phase 1 was to highlight the classes that exhibited highest levels of 
anxiety. All eighteen classes were ranked ordered based on the results derived 
from FLCAS and classes who scored relatively high in Phase 1 of the study were 
selected to participate in the second phase.  
Students’ interviews were conducted in both phases of this case study. The 
rational for conducting interviews in Phase 1 of the studies was to capture a 
preliminary picture of language anxiety prior to commencing with Phase 2 of the 
data collection. In Phase 1 of the study, exploratory interviews with 10 randomly 
chosen students were conducted. I personally approached the students to 
participate in the informal interviews. These students were randomly chosen based 
on their scores on FLCAS. The anxiety level of these students as revealed by the 
FLCAS included five non- anxious and five anxious students. The interviews lasted 
Researcher Sample 
size 
Students ‘ 
Academic Status 
L2 Cronbach 
alpha(α) 
Range Mean Standard 
Deviation 
Horwitz (1986) 108 Freshman Spanish 
 
0.93 45-147 94.5 21.4 
Aida (1994) 96 Freshman Japanese 0.94 47-146 96.7 22.1 
Elkhafaifi 
(2005) 
233 Graduate and 
undergraduate 
Arabic 0.94 44–146 90.06 23.81 
Mastuda and 
Gobel (2004) 
252 Freshman 
Sophomore and 
junior 
English  72-133 100.77 11.428 
The 
current 
study 
(2012) 
P
h
a
s
e
 1
 
278 Foundation 
 level students 
English  
0.895 
 
 
62-139 
 
 
 
86.4958 
 
 
 
17.44807 
 
 
P
h
a
s
e
 2
 
56 0.901 
 
63-136 
 
92.1786 
 
22.80997 
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around 15 minutes each. The two basic questions that guided these interviews 
were: (1) what aspects of the English language class do you like best? (2) What 
aspect of the English language class do you like least? The rationale for using 
informal exploratory interviews at this stage of the research is summarized below: 
 To gain an understanding of the setting and its members' ways of perceiving 
the context.  
 To identify key issues for developing the semi-structured FG interview 
schedule, for Phase 2 of the study.  
 
The data corpus of the students interviews were read many time to ensure 
familiarity with its content. The data set was divided into two sub-data set 
representing the responses of non-anxious and anxious students. Each subset 
was read many times and coded. Two main themes emerged during data 
analysis and they were classroom activities and teachers’ personality. Table 3 
shows a summary of the interview finding in phase one. 
 
Table 3 Phase 1 students' Interview Finding-Categories emerging from students’ responses 
Theme Sub-themes Frequency of students’ 
Responses 
Liked/ 
least liked 
 
 
 
 
 
 
Classroom activities 
 
 
 
 
 
Anxious 
students (A) 
 (n=5) 
 
Non-anxious 
students 
(NA) 
(n=5) 
         
 
 
 
 
 
 
Like 
 
group work/Projects 5 
 
4 
 
interactive activities on 
Black board vista 
1 4 
Tests and Homework 5 
 
4 
 
Least Liked 
presentations 5 
 
3 
writing 3 3 
unfair marking 4 4 
 
Teachers characteristic 
friendly 5 4 Like 
helpful 3 2 
serious 2 1 Least Liked 
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The interview findings revealed that both anxious and non-anxious students share 
similar views on what features they like or least liked in L2 classrooms. It has 
provided a useful yet limited starting point and insight into the students’ perception 
of the L2 classroom. The findings of phase one acted as a springboard for phase 
two of the study. As stated earlier, this phase played a significant role in this study 
because it has highlighted the classes with the highest level of anxiety as 
measured by FLCAS. Thus, this phase set the ground for answering the research 
questions of phase 2 of this study. 
4.7. PHASE 2 
The main aim of phase 2 was to investigate students and teachers’ perceptions of 
language anxiety and to find answers to the research questions that guided the 
current study. As stated earlier, the aim of phase one was to highlight the classes 
that scored the highest on FLCAS, once this was achieved, the participants of 
these classes completed surveys, were observed and interviewed. In addition, four 
EFL teachers were interviewed.  
4.7.1. Phase 2-Students Sampling 
Classes that exhibited the highest level of anxiety as measured by the FLCAS in 
phase one were purposely chosen to participate in the second phase of the study. 
The rationale was to investigate the complexity of this phenomenon through the 
voices of students who scored considerably high on the FLCAS. Table 4 presents 
the academic levels of the participants that participated in Phase 2 of the case 
study. 
Table 4 Phase 2-Number of students in Level One and Level Two 
 
 
 
 
The distribution of participants based on item rating is displayed in Table 5. 
 
 
 Frequency % Valid % Cumulative % 
Valid Level 1 25 44.6 44.6 44.6 
Level 2 31 55.4 55.4 100.0 
Total 56 100.0 100.0  
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Table 5 Distribution of Participants across (four classes) based on Item Rating and LA Total Score 
 
The data shows, 32% of the students fell into the slightly anxious group and 48% of 
them are moderately anxious or very anxious. 
4.7.2. Phase 2- Faculty Sampling 
In the academic year of 2012-2013, there were 237 employees and 146 faculty 
members at the institution where this study was carried out representing 67 
different nationalities. The teachers taught on full-time regular contracts (teachers, 
assistant professors, associate professors, and professors). In the Foundation 
program there were 18 English language teachers teaching level one and level 
two. The majority of the teachers (90 %) were non-Arab. Each of the participants 
has a different and rich educational and professional background, in terms of the 
qualifications they hold, the contexts they taught and the level of students they 
have taught. Four teachers volunteered to participate in the interviews. I 
rationalized that the four teachers are representative of the teachers’ population 
who teach both levels one and two (see Appendix D for an overview of teachers’ 
participants’ profile). 
 
4.7.3. Phase 2 –Data Collection 
FLCAS, CUCEI and BALLI were administered to 56 students in phase 2 of the 
current study. In addition to these measures: 
 3 observations were conducted  
 50 students who completed FLCAS, BALLI, and CUCEI participated in the 
FG interviews. 
 4 teachers were interviewed. 
4.7.3.1 Foreign Language classroom Anxiety Scale 
In phase 2 of the study, the reliability analysis of the adapted FLCAS scale was 
also conducted by Cronbach’s alpha using the statistical package for the social 
Item Rating 
 
LA Total Scores N (Percentage) 
1-2(non-anxious) 33-66 11 (19.6%) 
2-3(slightly anxious) 67-99 18 (32%) 
3-4 ( moderately anxious) 100-132 23(41%) 
4-5 (very anxious) 133-165 4 (7.4%) 
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science version (21). The adapted scale achieved a Cronbach value of 0.901, 
which demonstrates good reliability level.  In  
The scales descriptive statistics in Phase 2 yielded the following: the mean of 
anxiety scores measured by the FLCAS was 92.1786, and the range was 63-136, 
indicating moderately high levels of anxiety among the surveyed students. 
4.7.3.2. College and University Classroom Environment Inventory (CUCEI) 
The College and University Classroom Environment Inventory, (CUCEI), was 
developed by Fraser, Treagust, Williamson & Tobin, (1987) to investigate L2 
students’ perceptions of the psychosocial environment in university and college 
classrooms. CUCEI includes seven scales: Personalization, Involvement, Student 
Cohesiveness, Satisfaction, Task Orientation, Innovation, and Individualization. 
Each scale consists of seven items, making 49 items in all. There are four 
responses provided for each item, namely, Strongly Agree, Agree, Disagree, and 
Strongly Disagree. The validation of the CUCEI, carried out by Fraser and 
Treagust (1986), yielded scale alpha reliabilities ranging from 0.70 to 0.90. The 
descriptions for each scale and sample items in the CUCEI are shown in Appendix 
E and F. Moreover, the scales are developed based on Moos’s (1986) three 
categories of dimension conceptualizing human environments; in this case 
Relationship Dimension (the nature and intensity of personal relationship), 
Personal Development Dimension (an area whereby personal growth and self-
awareness tend to occur), and the System Maintenance and System Change 
Dimension (the degree to which the environment is systematic, clear in 
expectations and receptive to change). The distribution of CUCEI items according 
to its seven subscales is shown in Appendix G. The rational for using CUCEI is to 
assess the students’ perception of the classroom environment.  
The present case study employed various attempts to ensure the reliability of the 
adapted CUCEI instrument. Cronbach alpha coefficient values were used as a 
measure of the internal consistency of each of the different scales of the CUCEI. 
For the present study, the CUCEI alpha values in phase two range from 0.80 to 
0.83 for the different scales. These figures exceed the threshold of 0.60 usually 
regarded as being acceptable for research purposes. The overall Cronbach’s 
Alpha of the scale showed an excellent reliability coefficient of 0.955. Therefore, 
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alpha reliability figures were calculated for the adapted CUCEI scale using both the 
totality of all components of the scales and that of the subscales as the basic unit 
of analysis. The results are summarized in table 6 and table 7 respectively. 
Table 6 Cronbach Alpha of CUCEI Reliability Statistics 
 
 
 
 
Table 7 Cronbach Alpha of CUCEI Sub- Scales 
 
Scales Number of Items Cronbach Alpha 
Personalization  
7 
 
0.81 
Innovation 7 0.83 
student cohesion 7 0.81 
task orientation 7 0.81 
Cooperation 7 0.81 
Individualization 7 0.80 
Equity 
 
7 0.79 
 
Overall, these scores suggest that all scales of the CUCEI are reliable. 
4.7.3.3. Beliefs about Language Learning Inventory (BALLI) 
The main purpose of BALLI is to elicit students’ beliefs about foreign language 
learning. The inventory consists of 34 items assessing student beliefs in five major 
areas, each of which embodies a distinctive subscale. The five subscales are: (1) 
Foreign Language Aptitude; (2) the Difficulty of Language Learning; (3) the Nature 
of Language Learning; (4) Learning and communication strategies; and (5) 
Motivations. 
The utilisation of BALLI in this case study was considered important because 
literature on L2 anxiety had identified the role of ‘erroneous’ beliefs in 
generating/exacerbating students’ anxiety. The present case study has employed 
various attempts to ensure the reliability of the BALLI. Some studies indicated that 
BALLI gives a rather low reliability coefficient, but according to other studies, BALLI 
remains a good instrument to use in assessing students’ beliefs about language 
learning.   
Cronbach's 
Alpha 
Cronbach's (α)  Based on Standardized 
Items 
N of Items 
 
.955 
 
.955 
 
49 
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 The original BALLI Horwitz (1988) themes were not statistically generated, and the 
items within one theme may refer to a wide range of language learning aspects, a 
reliability test of the BALLI results was performed to determine the overall reliability 
of the instrument. The individual themes showed low reliability with Cronbach’s 
Alpha values ranging from 0.437 to 0.687. The low reliability of BALLI themes is 
attributed to its being designed by Horwitz (1987) without the use of statistically 
generated themes (Kuntz, 1996) in addition to the broad range of topics covered by 
items within each theme. However, many researchers, such as Nikitina and 
Furuoka (2006), have attempted to verify the reliability of this instrument and have 
concluded that despite certain weaknesses, the BALLI stays a reliable tool for 
measuring learner beliefs. In the present study, a Cronbach’s Alpha of 0.705 was 
recorded for the BALLI, which is above 0.60, the acceptable Alpha level, according 
to Landau & Everitt (2004). 
 While other statisticians advocate an Alpha level of 0.80 to be considered 
statistically significant (Nunnally & Bernstein, 1994). The very nature of the BALLI 
suggests that a lower Alpha would still indicate reliability because the instrument 
encompasses a wide range of beliefs about language learning, even within a single 
theme. The Cronbach’s Alpha for the BALLI questionnaire in this study parallel 
those found by other researchers including Yang (1999), Park (1995), Truitt (1995) 
and Kuntz (1996), who all found values of between 0.60 and 0.70. An opposing 
finding was Hong (2006) research study on Korean EFL learners. She found 
slightly higher Cronbach’s Alpha levels of 0.74 and 0.77 for the BALLI results of her 
study. As stated earlier, in an effort to ensure the reliability of the adapted 
(translated version of BALLI) I employed two basic methods commonly used to 
ensure the reliability of instruments. These methods are backward translation and 
think aloud methods. These methods were conducted into two separate sessions 
with the help of a bilingual colleague and two senior level students. Their input 
resulted in rewording some of the items in an attempt to ensure that the items are 
free from ambiguity and are meaningful to the target population under study. Based 
on their feedback, some items were reworded to ensure that items were free from 
any ambiguous or confusing words (please refer to Appendix H).  
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4.7.3.4. Observations 
Observations of L2 lessons were conducted in order to broaden my understanding 
of language anxiety in the classroom setting. I observed the classes of the students 
who had completed FLCAS, BALLI and CUCEI. The teachers are highly qualified 
and hold MA and EDD qualifications from well-reputed universities. They also have 
vast experience in teaching L2 learners in the Gulf region. The observations took 
place during speaking/listening classes and one observation was conducted during 
test taking activity.  
The rationale for including classroom observations in this study was that it enabled 
me, the researcher, to collect first hand evidence of the L2 classroom. To facilitate 
this data collection, I designed a checklist divided into three main categories: (1) 
the physical setting, (2) teacher-student interactions; and (3) curriculum content. 
Each category was further subdivided to take into account relevant items 
appearing in the scales and inventories refer to Appendix R1.   
All along, I was thinking of what effect my presence would have on the students in 
the classroom and I have decided to take on the role of a non-participant observer 
in the classroom, and seated myself at the back of each classroom. I considered 
the possibility of using a video recorder, but in light of the findings by MacIntyre 
and Gardner (1994) which indicate that the use of video recording in the classroom 
may increase anxiety and in turn affect academic performance, I opted not to 
record the sessions. The observations allowed me the freedom to scrutinize the 
classroom as the students worked on a given task. Even though I was following an 
observation checklist, I came upon instances where I had to jot down notes on the 
nature of interaction between students and students as well as students and 
teachers. In addition, reflection observational notes were written immediately the 
class had ended. The observations gave me the opportunity to gain insights into 
the general ethos of each classroom.   
4.7.3.5. Interviews: Teachers’ one-on one Interviews and Students’ Focus 
Group Interviews  
One-to-one teachers’ interviews and students’ FG were used in phase two of this 
study. Patton (1990) describes interviewing as a data gathering technique that 
allows the researcher to gather information that takes into account the inner reality 
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of the interviewee (p.278). Interviews give participants the opportunity to “discuss 
their interpretations of the world in which they live, and to express how they regard 
situations from their own point of view” (Cohen et al., 2007:347). Given that the 
main objective of the study was to investigate and understand language anxiety, 
interviews were deemed an appropriate tool to generate rich understandings of 
students and teachers perceptions of the phenomenon. Two types of interviews 
were undertaken in this study: one-on one semi-structured teachers’ interviews and 
students’ FG. One-on-one interviews were used with the teachers in order to elicit 
adequate information about each of the teacher’s perceptions and personal 
experience on language anxiety among L2 learners.  The choice of using FG with 
students in phase 2 of the study is based on the following assumptions. First, it is 
assumed that being part of a group inhibits anxiety and provide a more relaxed 
context for discussion to take place ((Greenbaum, 1988). Second, FG allow the 
researcher to observe the nature of interaction among the different groups in trying 
to understand the phenomenon (Morgan, 1988:12).  
In this case study, semi-structured interview schedules were used, with open-
ended questions, which were aimed at informing and illuminating the responses 
given by students to the FLCAS, CUCEI and BALLI scales and inventories.   
I interviewed four English language teachers. The interviews were semi-structured 
in nature and were organised in order to elicit teachers’ perceptions and 
experiences of language anxiety in relation to my research sub-questions: (please 
refer to Appendix I): 
I tried to generate rich and in-depth data by taking on the role of a facilitator during 
the interview sessions. The teachers preferred to participate in the interview during 
their break time. The interviews took place in a classroom that was available for 
our use. At the beginning of each interview, I presented a copy of the consent form 
to be signed, and explained the research and terms of consent before beginning 
the interview process. The teachers’ interviews lasted for approximately 20- 25 
minutes each.  
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As stated earlier, focus group interviews were conducted with students who had 
participated in the quantitative aspect of Phase 2 of the research design. Four FG 
were conducted; each group comprised 13 /12 /14/ 11 participants respectively.  
The table below indicates the number and code of participants in each class who 
participated in the focus interviews.  
Table 8 Focus Group, Participants and Codes 
 
Classes 
 
Participants’ Codes 
Class1(Level 1) S1A, S1B,S1C, S1D, S1E, S1F, S1G, S1H, S1J, S1K, S1L, S1M, SIN 
Class 2(Level 1) S2A, S2B,S2C, S2D, S2E, S2F, S2G, S2H, S2J, S2K, S2L, S2M  
Class 3(Level 2) S3A, S3B,S3C, S3D, S3E, S3F, S3G, S3H, S3J, S3K, S3L, S3M, 
S3N, S3O 
Class 4(Level 2) S4A, S4B,S4C, S4D, S4E, S4F, S4G, S4H, S4J, S4K, S4L 
 
  Because the students’ lacked adequate English language skills, the FG interviews 
were conducted in Arabic. In designing the interview schedule for the students, I 
decided to follow Radnor’s Method (Radnor, 1994) which consisted of a numbers 
of open-ended questions related to the issue under investigation. A number of 
supplementary questions (see Appendix J) which are referred to as “Pick Ups” 
followed each question (Radnor, 1994). The main advantage in using this interview 
design is the possibility of keeping the interview free flowing. The interview 
schedule was piloted with five students in the Foundation program. I also asked a 
colleague for her comments on the draft schedule. The final schedule included the 
background data relating to the selected classes, time and location of the 
interviews. The timing and the place of the interviews were negotiated with the 
students. The participants opted for the interviews to take place in the classroom 
after the last period or at noon during their lunch break. 
When conducting the interviews, I was faced with a dilemma that I was not 
prepared for. The majority of the participants objected to the use of an audio-
recorder stating that they did not feel comfortable having their voice recorded. This, 
I thought, was a clear setback for my research study. However, I had to abide by 
their wishes and to concur that the use of an audiotape in exploring a psychological 
construct such as anxiety may prove to be an obtrusive method. I was reassured to 
some extent by Weiss’s (1994) assertion. He states that many researchers believe 
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that recording interviews is not advisable because note-taking forces the 
researcher to concentrate more closely and that the presence of an audiotape may 
lead to students’ withdrawal or limited input during the interview. Furthermore, 
audio recording is can be problematic in FG because it is not always possible to 
discern the identity of the participating interviewee. From my experience, even 
though note taking has some potential advantages over audio recording, merits, it 
surely is a very tedious task to undertake. The benefits were: (1) it kept me more 
alert and focused and (2) it gave the respondents a brief time out to reflect on their 
responses and to gather their thoughts. 
It is worth mentioning that a very small number of the participants (5 participants) 
who took part in the FG interviews gave very limited input. This could be due to a 
number of reasons. First, the phenomenon under study centres on an emotion – 
anxiety - which some might consider as a weakness and therefore the participants 
could have been reluctant to admit to it and discuss it openly with others. Second, 
being an Arab female might have also acted as a barrier to openness on the part of 
the participants who were all male. Under the circumstances, it is a matter of 
saving face or saving one’s image and shirking away from being looked upon as a 
person with a psychological problem. Third, there is an issue related to power and 
the fact that I am a teacher hence an authority figure. Nevertheless, the 
participants who diligently and actively participated during the interviews gave a 
rich perspective on the phenomenon under study. In general, the students were 
relaxed during the interview sessions and were keen to respond to my interview 
questions.  
4.8. Phase Two-Data Analysis 
The data analysis software package SPSS 21 was used to process quantitative 
data and derive the statistical analysis for each of the scales and inventories used 
in this case study. Qualitative data was then used to reinforce results found from 
the quantitative data through the use of quotes from participants to support or 
explain the findings. Table 9 shows the relationship of data sources and methods 
of analysis to the primary and secondary research questions. 
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Table 9 Relation of Data Sources and Method of Analysis to the Research Questions 
 
4.8.1. Quantitative Data/ Descriptive Analysis 
BALLI was used to assess students’ beliefs and attitudes toward their English 
classroom. This tool identified the students underlying attitudes towards the 
following broad categories: (1) foreign language aptitude, (2) the difficulty of 
language learning; (3) the nature of language learning; (4) Learning and 
communication strategies, and (5) Motivation.  
The use of FLCAS with Foundation level students succeeded in identifying the 
anxiety level of the students. The responses were quantified as follows: 5- Strongly 
disagree (SD); 4- disagree (D); 3- neither agree nor disagree; 2-agree (A); and 1-
Strongly agree (SA). In an effort to display the results clearly, percentages have 
been rounded up; and thus may not add up to 100%. The mean and standard 
deviation of each item were calculated in an effort to determine the most anxiety 
provoking aspect of the English language classroom. The data was analysed using 
Zhoa Na four-factor model. Although Cao’s (2011) study revealed the three-factor 
scale to be a better fit for investigating anxiety of second language learning, I felt 
that the four-factor model was more appropriate to use in the Emirati context. 
Having ‘anxiety of English classes’ as the fourth factor, it would afford a more 
holistic understanding of the situation as learners of English in the Emirates who 
are the products of a rigid and for the most part traditional system of education. 
The scale is composed of four subscales. The FLCAS Items 3, 7, 13, 15, 20, 23, 
25, 31, and 33 measure fear of negative evaluation (Horwitz et al., 1986); items, 9, 
Research Questions Instruments Method of 
Analysis 
RQ1: What are L2 teachers and students’ perceptions of the extent to 
which L2 students’ attitudes and beliefs about learning English 
contribute to L2 students’ feelings of anxiety? 
FLCAS  
BALLI 
Descriptive 
statistics  
 
 
 
RQ2: What are L2 teachers and students’ perceptions of the extent to 
which the L2 classroom environment contributes to L2 students’ 
feelings of anxiety? 
CUCEI 
Observations 
Interviews 
Descriptive 
statistics 
Thematic analysis 
RQ3: How is this anxiety manifested amongst L2 learners? FLCAS Interviews 
 
Descriptive 
statistics 
Thematic Analysis 
RQ4: What strategies do L2 teachers and students believe would be 
effective in reducing levels of anxiety in the L2 classroom? 
Interviews Thematic Analysis 
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14, 18, 24, 27, 29, and 32-measure communication apprehension (Horwitz et al., 
1986). Whilst items 2, 8, 10, 19, and 21 measure fear of tests (Horwitz et al., 
1986), items 4, 5, 6, 11, 12, 16, 17, 22,26, 28, 30 measured anxiety of English 
classes (Zhao Na, 2007).  Lower scores on FLCAS items indicated lower anxiety 
and higher scores showed higher anxiety. When statements in the FLCAS were 
negatively worded (items 2, 5, 8, 11, 14, 18, 22, 28, 32) responses were reverse-
coded.   
The CUCEI was used to identify Foundations level students’ perceptions of the 
psychosocial environment of the classroom. The responses were quantified as 
follow: 1- Strongly Agree (SA); 2- Agree (A); 3- Disagree (D); and 4-Strongly 
Disagree. Participants’ responses to the items on CUCEI subscales were 
determined by examining the item means, standard deviations, and percentages. 
4.8.2. Qualitative Data Analysis  
As stated earlier, the data from the exploratory interviews in Phase 1 of the study 
were analysed with the aim of gaining a ‘snapshot’ of favourable and non-
favourable aspects of the L2 classrooms, to inform Phase 2 data collection. The 
process of analysing the FG data commenced during the data collection stage. In 
an effort to gain a comprehensive picture of the collected data, the data from both 
the one-on one teachers’ interviews and students’ FG were analysed using the 
thematic analysis (TA) approach. TA is defined as ‘the method for identifying, 
analysing and reporting patterns within data.” (Braun & Clarke, 2006:79). Thematic 
analysis was chosen in this study because of its flexibility and pragmatic approach.  
In addition, TA makes provision for summarising large data sets and helps in 
identifying similarities and differences between data. These characteristics are of 
outmost importance for this particular study as will be revealed later. Six clear and 
comprehensive key stages of Braun and Clarke’s (2006) structured methodology 
was followed within the current study, as summarized in Table 10. 
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Table 10 Stages of Thematic Analysis Based on Braun and Clarke (2006) six stages 
Stages of Qualitative Data Analysis  An overview of the process followed in this study 
1. Data Familiarization Reading and re-reading the data 
Initially the data corpus was read many times and then was divided into the following data set: possible causes of language 
anxiety, manifestations of LA and ways to alleviate its existence. 
2. Generating codes Coding of the data in a systematic manner across the entire data 
set, collating data pertinent to each code. 
Each data set was read and re-read many times in an effort to gain familiarity and to assign possible initial codes. 
3. Searching for potential themes Collating codes into relevant themes 
Initial Codes were grouped into clusters of different themes relevant to the research questions  
4. Reviewing themes Checking whether the themes work in relation to the coded extracts. 
During this stage, themes were refined. Each theme was reviewed in order to ensure that it mirrors the content of the 
extracted data. Themes that were too general or t did not have adequate data to support them were deleted. 
5. Renaming/defining themes Generating clear definitions for each theme 
During this stage, each derived themes was clearly defined and renamed. 
6. Writing the report Selection of vivid, compelling extract examples, final analysis of 
selected extracts, relating back of the analysis to the research 
question and literature.  
In the final stage of the analysis, a written report included examples of relevant participants’ quotes were chosen to reflect 
each theme. This also included relevant literature and potential recommendations based on the findings. 
 
 Appendix K 1 and K2 provide examples of the qualitative data analysis process. 
4.9. Trustworthiness of Qualitative Data 
Lincoln and Guba (1985) claim that “the trustworthiness of qualitative research can 
be established by using four strategies: credibility, transferability, dependability, 
and conformability. To address the credibility of my findings prolonged 
engagement, triangulation procedures and observations were undertaken. In this 
case study, I did spend sufficient time in the site, which enabled me to become 
oriented to the situation. My presence at the context of the study allowed me to 
observe the occurrence of the phenomenon and the interaction of the students and 
teachers, which in turn illuminated the data I had collected from the scales, 
inventories, and interviews. Furthermore, triangulation was achieved with the use 
of these different data collection methods. In order to ensure the dependability and 
conformability of my findings, an external auditor, my supervisors, was responsible 
for examining the process of the research, findings, interpretations, and 
recommendations to attest that it is supported by data. Transferability refers to the 
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degree in which the research can be transferred to other contexts. In this thesis, I 
give a detailed description of data collection procedures and analysis, which can 
assist other researchers interested in considering whether my findings are 
transferable to other contexts or in carrying out a similar study in their own context. 
 4.10. Ethical Considerations 
Cohen et al. (2007) assert  that ethical considerations are more than just technical  
procedures since they engulf the entire research process and are an imperative 
consideration in structuring the research design because “one has to consider how 
the research purposes, contents, methods, reporting and outcomes abide by 
ethical principles and practices” (p. 51). In the process of thinking about the 
research mechanisms of this study, I had to also think about the cost/ benefit 
aspect of this study. I considered the cost in terms of the time the participants 
would have to give to my study against the expected benefits of the research in 
terms of the knowledge gained about the nature of language anxiety among 
Emirati students. It was important therefore that my participants felt fully informed 
of the research aims, and believed that the study would be of significance to many 
stakeholders (myself personally, students and teachers alike). I was determined to 
ensure that I had addressed the ethical procedures relating to informed consent, 
anonymity, privacy, confidentiality, and diminishing the risks to participants.  
4.11. Access and Acceptance 
 Access to the research site, advises Bell, (1991:37 in Cohen et al., 2007) focuses 
initially on gaining permission attaining and indicating the possible benefits of the 
research. Therefore, it was imperative that I cleared official channels by formally 
requesting permission to carry out my investigation as soon as I reached upon an 
agreed project outline. As per the requirement of the University of Exeter, I handed 
in a “Certificate of ethical research approval” to my research supervisor and to the 
Graduate School of Education including a  description of the research project, 
information about the participants, procedures for gaining informed consent and 
anonymity and confidentiality of subjects, along with information concerning data 
collection, analysis, and storage. The University of Exeter, Graduate School of 
Education granted approval in 2011 (see Appendix L for ethical clearance 
approvals). Then, in order to ensure a legitimate access to the participants in the 
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study, several consent forms were sent to key supervisory personnel at the college 
The Dean of the Education program agreed to my research study objectives. 
Following this approval, a letter was sent to the head of the Foundation Program, 
which was also approved. Consent forms were signed by students who agreed to 
participate in the study (refer to appendices M and N).  
Dealing with a psychological phenomenon requires sensitivity and receptiveness 
towards the participants’ feelings and reactions. In order to ensure that students 
did not suffer from any psychological harm. I strived to build rapport with the 
students, answer all their questions concerning the research and emphasized that 
information provided by them would be considered confidential and the participants 
would remain anonymous.  
4.11.1. Informed Consent 
Informed consent defined by (Diener & Crandall, 1978, as cited in Cohen et al., 
2007) “as the procedures in which individuals choose whether to participate in an 
investigation after being informed about the facts that would be likely to influence 
their decisions.” This definition involves four elements competence, voluntarism, 
full information, and comprehension. With respect to competence, all participants in 
this research are mature individuals - age range from 18-25 - who are capable of 
making informed decisions by themselves. Individual participation was based on 
voluntary choices and they were informed of the nature and purpose of the 
research at each phase of the data collection process. They were also informed 
that they could withdraw at any time during the research process. Finally, the 
participants fully understood the nature of the research project. They were provided 
with the name and contact information of the researcher at each stage of the 
research. 
For each of the scales and inventories used in this research, a summary of the 
research project and my contact number and email were included. As for the FG, 
each of the interviewed students received an informed consent form. In addition, in 
relation to informed consent, the required guidelines for the institution Research 
Ethics Committee were adhered to at all times. Furthermore, I clearly explained to 
the participants that participating in this research would have no adverse effect on 
their academic progress or grades in the course. 
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4.11.2. Privacy Anonymity and Confidentiality 
I made sure to take the necessary precautions to ensure that the students and 
teachers who participated in this case study remain anonymous. 
I was diligent in emphasizing that their identity would be protected. The participants 
in each classroom was given a section/ letter code to facilitate the tabulation and 
analysis of the derived data in a way that would ensure their anonymity. 
4.11.3. Data Collection and Storage 
In order to ensure that my participants remained anonymous and that their 
confidentiality was protected, I personally distributed the surveys and collected 
them upon completion. These surveys were securely placed in a locked box at my 
home. The data from both the quantitative and qualitative data were entered into 
my personal laptop and backed up on an external hard drive. Accesses to these 
files were protected by a password known only by me.  
4.12. Challenges 
I was faced with two main challenges in conducting this research study: mainly 
developing the research instruments and identity issues.   
4.12.1. Developing the Research Instruments 
The most challenging aspect of this study had to do with the selection and design 
of the research instruments and the formulation of the interview questions. It was 
difficult to construct a valid instrument with items that serve the purpose of 
extracting the needed information for the purpose of this research. Based on this 
challenge, FLCAS, BALLI, and CCUEI were administered because these 
instruments are well established and serve the intent of this research. However, 
the pilot study indicated that the instruments would need to be translated from 
English to Arabic and validated. This was a challenging and time-consuming task.  
4.12.2. Researcher’s Identity 
 Female researchers in the Arab world face many challenges and obstacles 
originating from the socio-cultural and religious blend of the Arab countries. The 
Arab world implicitly regards women as a subordinate and of a lesser status. In 
spite of many reforms that affected the educational, political, and professional 
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status quo of Arab women, they are still intellectually marginalized by some Arab 
males. 
Consequently, based on this subjective reality, a female researcher may find it 
difficult to conduct research and to collect data from male participants. This is 
especially true when the research focuses on a psychological construct such as 
anxiety. Arab males in general - and this is based on my observations and 
experience within this realm - may find it difficult to discuss their feeling, anxieties, 
and insecurities with an Arab woman. Arab men depict anxiety and its 
manifestation as signs of weakness; expressing this shortcoming to an Arab 
woman shakes the image of strength and vitality that Arab men have tried to 
maintain throughout the history of time. Therefore, Arab men may have had the 
tendency to ‘fake good’ while responding to the scale/inventory and interview 
questions. In order to surmount this issue, I placed a great emphasis on building 
rapport with the students through the projection of a professional image.  
The next two chapters will present the findings of my research. Chapter 5 will 
discuss the students’ data, while Chapter 6 will examine the data from the 
teachers’ interviews. The rationale for displaying the findings in such a manner is to 
highlight the importance of both the students and teachers’ voices in understanding 
the complexity of this phenomenon. 
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CHAPTER 5 STUDENTS’ PERCEPTION OF LANGUAGE ANXIETY  
5.0. Introduction 
This chapter is divided into two main parts, which map directly onto the research 
questions. The first part displays the quantitative data derived from the use of 
BALLI. FLCAS and CUCEI. This part includes section 5.1 which presents L2 
students’ beliefs about the demands of learning a second language, drawing on the 
data collected using the BALLI instrument. Section 5.2 explores students’ 
perceptions and experiences of language anxiety, whilst the third section presents 
students’ perceptions and experiences of the L2 classroom .The second part of this 
chapter presents the findings derived from the students’ focus group interviews. 
Part 1- STUDENTS’ PERCEPTION OF LANGUAGE ANXIETY 
Quantitative Findings 
 
5.1. Students Beliefs about the Demands of Language Learning 
This section discusses the responses of the Phase 2 sample of 56 students to the 
key topics addressed by BALLI. The BALLI was used to explore the students’ 
beliefs and attitudes towards second language learning. Many research studies 
indicated that the source of language anxiety among many learners is the results of 
‘erroneous’ beliefs held by the language learner (Ohata, 2005; Young, 1991; 
Horwitz, 1988). The data findings from the use of BALLI is displayed in Appendix 
O. 
5.1.1. Students’ Foreign Language Aptitude 
The students generally endorsed the notion of special characteristics being 
required for effective language learning. Results in Table 11 show that the vast 
majority of students 82% either agreed or strongly agreed with the statement ‘It is 
easier for children than adults to Learn English. 
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Table 11 Students’ Foreign Language Aptitude 
 
Two thirds of the participants believed that some people have an innate ability to 
learn a foreign language. However, a much smaller percentage of participants (48 
%) felt that they personally had this particular ability. Thus, even though most 
participants believed that, some people have an innate gift for learning languages; 
most of them did not regard themselves as having this talent. Fifty-five percent of 
the participants believed that Emiratis are not good at learning a foreign language. 
These responses indicate that these students had a particular negative perception 
of their own language abilities. These results reaffirm a commonly held belief in 
both Western and Arab world about the people who generally do well at language 
learning tend not to do well in scientific subjects. Students are usually directed 
towards either a literary or a scientific track in high school, and each track has its 
impact on the majors chosen in universities. In this regard, and even prior to the 
emergence of Gardner’s theory of multiple intelligences, psychologists in general 
viewed intelligence as comprising two forms, linguistic and logical-mathematical 
(Brown, 2000). It can be inferred that these students did not base their judgments 
on accurate facts, but on the contrary, they based their abilities on subjects and 
age as a reference point. They are in this process formulating an image of an ideal 
learner about language learning based on faulty assumptions and beliefs. These 
students echo common misconceptions about language learning; and these 
misconceptions are likely to impact on language anxiety. 
5.1.2. Students’ Beliefs about Language Difficulty  
         Students’ Foreign Language Aptitude Items  SA 
% 
A 
% 
D 
% 
SD 
% 
 1-It is easier for children than adults to learn English 41 41 14 4 
 2-Some people are born with special ability which help them learn 
English 
20 46 23 11 
 3-I have a foreign language aptitude 14 34 36 16 
 7-People who are good at math and science are not good at learning 
foreign languages 
16 21 50 13 
 8-Emiratis are good at learning a foreign language 21 34 38 7 
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The students’ beliefs about the difficulty of learning an additional language are 
displayed in Table 12 along with an assessment of students’ expectations in term 
of general success in learning a language. 
Table 12 Students ‘Perception about Foreign Language Difficulty 
 
 
More than half of the students (70%) indicated that they perceive reading and 
writing English as easier than speaking and understanding while 82% indicated 
that speaking a language is much easier than understanding it. However, when it 
comes to language skills, figures in Table 12 show that the majority of them (70%) 
trusted in their abilities to speak the language well eventually. One possible 
explanation is that students feel more at ease engaging in reading and writing than 
speaking and comprehension possibly because of the anxiety level that these 
students experience in their attempts to speak or comprehend what their teachers 
say in the classroom. A further explanation might be related to the difference 
between the productive medium- writing and speaking and the receiving medium –
reading and listening, as the former requires the generation of content and the 
latter demands the interpretation of existing content. Therefore, it may be that 
language anxiety might be constructed around the performance of language rather 
than the response to language whether it is oral or written.  
Responses to the level of difficulty of English language are displayed in Table 13. 
The results indicate that 20% of the students consider the English language as a 
very difficult language to learn, 34% consider it of medium difficulty, and 47 % think 
it is difficult. Interestingly, none of the respondents deems the English language as 
a very easy or an easy language to learn. 
 
Language Difficulty items SA 
% 
A 
% 
D 
% 
SD 
% 
15-It is easier to read and write English language than to speak or 
understand it. 
18 52 25 5 
16-It is easier to speak English than to understand it. 30 52 16 2 
17-I believe that someday I will speak English very well 25 50 16 9 
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Table 13 Students ‘Beliefs about the Level of Language Difficulty 
19-Levels of Difficulty Frequency Percent % 
Valid Very Difficult 11 20 
Medium Difficulty 19 34 
Difficult 26 47 
 
The responses to the question, ’If someone spent one hour a day learning English, 
how long it would take him to become fluent?’ are set out in Table 14. Sixty-four 
percent indicated that they believed that one to two years is sufficient to gain 
proficiency in a second language. These results contradict their responses with 
respect to the difficulty of English language and reveal the students’ unrealistic 
expectations and anticipated time frame in gaining proficiency in the English 
language. Research has, in fact, revealed that students are required to spend 3 to 
5 years to gain oral proficiency in English and 4 to 7 years to gain academic 
proficiency ( Hakuta and Witt, 2000; Cummins, 2000). 
Table 14 students’ Perception on Time Needed to Gain Fluency in L2 
20- If someone spent one hour a day learning English, how 
long it would take him to become fluent? Frequency Percent % 
 less than a year 12 21 
1-2 years 36 64 
3-5 years 6 11 
5-10 years 2 4 
   
 
Students’ views about the difficulty of language learning are crucial to their 
development since their judgment affects their expectations and commitment 
towards language learning. In retrospect, if they overestimate the difficulty level of 
the task this acts as a cognitive and a psychological barrier, which creates 
frustration and hinders their progress (Maslamani, 2007). On the other hand, a 
belief that it will take two years or less to learn a language can be very frustrating 
and an anxiety embedded experience for students. In this situation, students’ 
beliefs might clash with reality .i.e. when fluency is not attained within the two years 
perceived period. Conversely, a belief that it will take ten years to learn a language 
could be discouraging and cause them to place minimal input because the desired 
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outcomes requires a prolonged time to attain. This finding gives further evidence 
about the influence of misconceptions on learning. Ohata (2005:138) elaborated 
that unrealistic beliefs can lead to greater anxiety among learners especially when 
these belief clash with reality. 
5.1.3. Students’ Beliefs about the Nature of Language Learning  
Many students believe that learning another language is a matter of translation 
from English or learning grammar rule (Horwitz. 1987). This belief might be related 
to the teaching- learning experience they were exposed to while learning a second 
language. Respondents in this study shared some of these beliefs about language 
learning (Table 15). 
Table 15 Students' Perception of the Nature of Language Learning 
 
While 62% agreed or strongly agreed that a learning a language differs from 
learning other school subjects, many students gave a rather constricted view of 
language learning. For example, 67% and 78% respectively believed that learning 
grammar and new words was the most crucial aspect of learning a foreign 
language, while 66% agreed or strongly agreed that learning a language is a 
matter of translation. The students’ responses in this category and the emphasis 
they placed on grammar, vocabulary, and translation may reflect their own 
previous experience in learning a second language. This is also an indicative 
reflection of the manner through which language learning has strived in many 
schools in the Gulf area, whereby greater emphasis was placed on grammar rules, 
vocabulary acquisition, and translation. 
L2 students in this study who hold this belief are more likely to spend the majority 
of their study time on memorizing grammar rules, vocabulary words and translated 
Nature of Language Learning Items 
 
 
SA 
% 
A 
% 
D 
% 
SD 
% 
9-Learning English is mostly a matter of learning grammar rules. 
10-Learning English is different from learning other subjects 
23 
23 
43 
39 
27 
27 
7 
11 
 
11-Learning English is a matter of translation to Arabic. 23 43 27 7 
13- The most important part of learning a foreign language is 
learning new words. 
45 33 12 10 
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words and phrases at the expense of learning effective analytical skills that may 
enhance and solidify the mastery of basic linguistic skills.  
In the following section, participants’ beliefs related to language learning and 
communication strategies will be discussed. 
5.1.4. Students’ Learning and Communication Strategies 
 The previous three sections presented students’ beliefs about certain features of 
language and language learning. This next category of the BALLI items is 
concerned with the process of learning a language and the practice of 
spontaneous communication in the classroom (Table 16). 
Table 16 Students' Perception of Communication and Language Strategies 
Students’ Communication and Language Strategies 
Items 
SA 
% 
A 
% 
D 
% 
SD 
% 
21- It is important to speak a language with an excellent 
accent. 
27 
 
63 7 4 
23- If I heard someone speak the language that I am trying to 
learn I would go up to them so that I could practice speaking 
the language. 
16 61 16 7 
25- In learning English, it is important to repeat and practice 
a lot. 
30 55 11 4 
27- If you are allowed to make mistakes in English, it will be 
hard to get rid of them later. 
5 
 
54 27 14 
28- I want my teacher to correct all my mistakes. 25 43 21 11 
29-.If my teacher is a native speaker; she/he should be able 
to speak Arabic When necessary. 
25 48 23 4 
 
One of the items in Table 16 suggests the students’ previous experience in 
learning a second language and highlights the traditional learning strategies that 
they resort to in learning. Eighty-five percent of the students strongly advocate the 
role of repetition and practice in learning. This finding shows that although students 
are influenced by the traditional methods of learning, they are also embracing the 
communicative approach to language learning that is strongly reinforced in many 
English classes at the college as indicated by 77% of the students. Accent 
emerged as an important dimension by 90 % of the students. In this regard, many 
of the students may perceive accent as an essential element in the process of 
gaining proficiency in a second language. Therefore, practicing with native 
speakers is deemed as a ‘gate-pass’ for gaining mastery in L2. Furthermore, 73% 
of the students think that native speaking teachers should be able to speak Arabic 
when necessary. 
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With respect to errors, many students believe that making errors and error 
correction is part of the learning process; 52% of the students thought that if they 
were allowed to make errors in English, it would be difficult for them to correct them 
later on. However, 32% students do not want their teachers to correct their 
mistakes. Therefore, some of the anxious students of the present case study are 
reluctant to make mistakes and consider speaking with an excellent accent as 
important. These concerns would most likely deter their attempts to communicate 
in the L2 classroom. These findings provide a possible explanation as to some of 
the potential causes behind some of the students’ inhibitions and lack of 
participation. 
Participants’ motivation for learning a second language is presented next. 
5.1.5. Students’ Motivations to Learn  
In second language research, “motivation provides the primary impetus to initiate 
learning in the L2 and later the driving force to sustain the long and often tedious 
learning process” (Dörnyei, 2005:65).This section explores learners’ motivations 
and expectations as factors shaping their attitude towards language learning 
(Table 17).  
Table 17 Students' Motivation to Learn a Second Language 
 
Sixty-nine percent of the students are motivated to learn to speak English very 
well. The vast majority of students 83% associated their desire to learn English 
with a wish to get better job opportunities. Thus, it seems that three quarter of the 
students are highly motivated to learn a second language.  
5.1.6. Summary of Students’ Beliefs about the Demands of Learning a 
Second Language 
Motivation Items SA 
% 
A 
% 
D 
% 
SD 
% 
30- If I learn English very well; I will have many opportunities to use it with 
English speaking people 
36 50 9 6 
33-If I learn English very well; it will help me get a better job.  54 29 14 3 
34- I want to learn to speak English very well. 25 44 20 11 
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The data gathered through the BALLI inventory provided insights into students’ 
beliefs about English language learning. Some of the language anxiety driven 
students of the present case study displayed a number of misconceptions about 
language learning that may hinder their progress and development of proficiency in 
a second language. Prominent among these misconceptions are perceptions 
relating to the difficulty of language learning: the majority of the students consider 
learning English as a very difficult endeavour. At the same time, however, they 
were confident of their ability to learn the target language.  
With respect to learning and communication strategies, many students endorsed 
the fact that native teachers must be capable of speaking Arabic. This is most 
probably related to the problem of lack of understanding of what the teacher is 
saying in the classroom. Another important result that is related to understanding is 
indicated by the high percentage of students who supported the fact that it is easier 
to speak than understand English. This highlights the problem of comprehension 
faced by many students. The majority of the students were concerned about 
mistakes and accents, which seemed likely to inhibit their attempts to communicate 
in the target language. This preoccupation with errors and accent may underlie the 
students’ preoccupation of what their teachers’ response to their mistakes and poor 
accent could curtail. In line with Howirtz, (1988), Cenoz & Lecumberri (1999) 
findings, students who believe that they must acquire a perfect accent and 
pronunciation, similar to native speakers, start worrying when they realize that it is 
almost impossible to acquire a native-like accent in a short time. A further 
interesting finding from BALLI indicated that the vast majority of the students still 
hold on to the traditional practices of learning as evident by the great emphasis 
placed on the importance of practice and on learning grammar rules.   
The next section will aim at trying to find out the pervasiveness and perception of 
anxiety among language learners. 
5.2. Student’s Perception and Experiences of Language Anxiety 
This section explores Emirati students’ explanations of the causes, effects, and 
manifestations of language anxiety with a particular focus on what happens in the 
classroom environment. The complexity of the classroom environment embodies 
the interplay of two complex systems: the students, on one hand and the 
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classroom, on the other. It is within the complexity of this system, learners develop 
a number of expectations, beliefs, and feelings that include the learners’ perception 
of the unique and ideal yet subjective norm for learning a second language. The 
significance of this complexity operates within the loci of the current and past 
classroom experiences; this refers to the totality of the educational experiences in 
which students develop. This understanding engulfs the nature of interaction of 
individual factors of the learner’s identity _ such as attitudes, motivation, early 
learning experience in which the learner operates. Each of these factors is 
intrinsically intertwined making the task of extracting each factor alone to determine 
the causes and manifestation of language anxiety an impossible endeavour to 
measure. Hence, relying on statistics alone to understand language anxiety gives a 
rather narrow understanding of the phenomenon under study. Therefore, based on 
this understanding, the use of both quantitative and qualitative means_FLCAS and 
students’ focus interviews4 were employed for understanding the complex nature of 
anxiety as it relates to learning a second language.  
 The findings from FLCAS set the ground for a preliminary attempt to investigate 
the pervasiveness of language anxiety among Foundation level students. (See 
Appendix P for a summary of the FLCAS findings). 
Two main categories emerged from the use of FLCAS. These categories included 
the following: (1) language anxiety and the demands of language learning and (2) 
classroom practices and language anxiety. 
5.2.1. Language Anxiety and the Demands of Language Learning 
Students’ attitudes towards the demands of language learning unveiled the 
following: (1) an affirmation that LA is a situation specific anxiety, (2) the effect of 
LA on cognitive process and (3) behavioural manifestations of LA. Plausible 
evidence that feeling of anxiety that some of the students are experiencing is 
situation specific and is related to English classes is revealed by their responses in 
Table 18. Thirty-eight percent of the students feel more anxious in their language 
                                                                
4 See part two of this chapter for FG findings. 
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classes than in any other class and 50% feel overwhelmed by the number of rules 
that they have to learn to speak a foreign language. 
Table 18 Students' Attitude toward the English Class 
 
These findings provide further support to the view that language anxiety is a 
distinctive set of beliefs, perceptions, and feelings in response to foreign language 
learning and not merely a composite of other anxieties (Horwitz et al. 1986: 130).  
 From a cognitive perspective, 48% claims that anxiety affects their ability to recall 
information. These results support Tobias’ (1986) suggestions that interference to 
learning may occur at three levels: input, processing, and output. During input, 
anxiety may cause attention deficit and poor initial processing of the given 
information. The ability to process or rehearse the information is also greatly 
compromised. At the Output stage, anxiety may interfere with the retrieval of 
previously learned information. The experience of going completely going blank or 
“freezing” on tests can be attributed to the influence of anxiety at the time of 
retrieval (MacIntyre & Gardner in Young 1991). Sixty percent of the students 
indicate that preparing for their classes does not diminish the feeling of anxiety 
they experience in their language classes. These findings might suggest that the 
students lack affective study skills strategies. The absence of these strategies 
might hamper the efforts that the students place in beneficial preparation for the 
English classes.  
Anxiety of English Class Items SA 
% 
A 
% 
NA/D 
% 
D 
% 
SD 
% 
Mean Standard 
Deviation 
5-It would not bother me at all to take more 
foreign language classes. 
41 38 7 9 5 2.000 1.15994 
6-During language class, I find myself 
thinking about things that have nothing to do 
with the course. 
21 23 23 20 13 2.7857 1.33095 
12-In language class, I can get so nervous I 
forget things I know. 
25 23 14 20 18 2.8214 1.46607 
16-Even if I am well prepared for language 
class, I feel anxious about it. 
20 40 7 20 14 2.6964 1.888 
17-I often feel like not going to my language 
class. 
16 23 7 16 38 3.3571 1.56587 
26-I feel more tense and nervous in my 
language class than in my other classes 
19 16 13 24 29 3.3036 1.48837 
28-When I'm on my way to language class, I 
feel very sure and relaxed 
20 18 14 32 16 3.0714 1.39944 
30-I feel overwhelmed by the number of 
rules I have to learn to speak a foreign 
language. 
21 
 
29 21 18 11 2.67866 1.29484 
- 93 - 
 
 Evidence of behavioural manifestations of language anxiety as perceived by the 
participants is provided by the tendency to skip classes - reported by 39% of the 
students. This finding suggests that these students might feel nervous and 
apprehensive of the English language classes. Despite the feeling of anxiety, more 
than two third of them would not mind taking additional L2 classes. A possible 
explanation for this contradiction and their evident motivation to learn a second 
language is the importance that students’ allocate to language classes. Students 
are quite aware that they need a specific score on IELTS exams to guarantee 
entrance into the major of choice. Therefore, it seems that anxious students have 
no choice but to succumb to their feelings of nervousness and apprehension in 
order to guarantee their entry into the Bachelors program. 
Elements that might lead to students’ anxiety in the classroom will be discussed 
next. 
5.2.2. Classroom Practices and Language Anxiety 
The students reported a number of causes of language anxiety that are attributed 
to certain classroom related practices.  
Students develop anxiety because they can neither express themselves freely nor 
adequately to comprehend what others are saying. As a result, these students may 
exhibit feelings of nervousness and even panic which results in meagre attempts to 
participate in the target language (see Table 19). 
Table 19 Students' Communication Apprehension 
 
Communication Apprehension Items SA 
% 
A 
% 
NA/D 
% 
D 
% 
SD 
% 
Mean Standard 
Deviation 
1-I do not feel quite sure of myself when I am 
speaking in my foreign language class 
16 25 20 20 20 3.0179 1.38158 
4-it frightens me when I don't understand what 
the teacher is saying in the foreign language 
34 
 
25 12 23 5 2.4107 1.31808 
9-I start to panic when I have to speak without 
preparation in language class 
27 27 19 13 14 2.6071 1.38405 
14-I would not be nervous speaking the 
foreign language with native speakers. 
20 20 
 
14 23 23 3.1071 1.47314 
27-I get nervous and confused when I am 
speaking in my language class. 
38 29 6 25 2 2.7679 1.30720 
29-I get nervous when I do not understand 
every word the language teacher says. 
27 38 13 9 13 2.4285 1.31919 
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The data in Table 19 shows that 54% of the students completing the FLCAS 
indicated they panic if they are asked to speak, without preparation, in the class. 
Similarly, 67% of the students report that they become nervous and confused when 
they are required to speak in the language class. These findings may indicate that 
their feeling of apprehension is related to the classroom context or to lowered self-
confidence as indicated by 41% of the students who do not feel confident in 
speaking a second language. 
Students' low self-confidence may be attributed to many factors that could be 
related to certain variables that this component of the scale was unable to identify. 
These factors may be attributed to learners’ self-concept, beliefs, and past learning 
experiences or to teachers’ characteristics such as teaching style or whether the 
teacher is native or non-native. Furthermore, I could not help but question whether 
the student- student relationship in the classroom played any role in these results.  
Students’ responses to situations such as teachers’ error correction, test taking, 
preparations, and failing indicate a number of numbers of concerns that may 
trigger anxiety in some learners (see Table 20).  
Table 20 Students' Anxiety of Tests 
 
 These results indicate that over a third of the participants experience anxiety in 
relation to test taking situations. Under the circumstance, the results also indicated 
that advance preparation for the test does not in any way alleviate the problem. On 
the contrary, 55% of the students reported that the more they study for the test the 
more confused they become. The results show that 54% of the students do not 
worry about the consequences of making mistakes. Error correction by the 
teachers is a source of anxiety for 52% of the students. These figures are higher 
Test Anxiety Items SA 
% 
A 
% 
NA/D 
% 
D 
% 
SD 
% 
Mean Standard 
Deviation 
2-I don’t worry about making mistakes in 
language class 
20 34 7 25 14 2.8036 1.39375 
 8-I am usually at ease during tests in my 
language class 
20 18 11 27 24 3.1964 1.9447 
10-I worry about the consequences of failing 
my foreign language class 
27 27 18 14 14 2.6250 1.39561 
19-I am afraid that language teacher is ready 
to correct every mistake I make. 
20 32 11 10 27 2.9286 1.52384 
21-The more I study for a test the more 
confused I become. 
27 28 15 11 19 2.6964 1.47611 
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than the results revealed by other researchers for example, 15% by Horwitz et al. 
(1986). In this regard, anxious students tend to report being afraid of making 
mistakes and being corrected in language classes (Horwitz et al., 1986). 
The results also indicate that 54% of the students worry about the consequences 
of failing. These results are relatively similar to the findings obtained by other 
researchers, for example, 42 % Horwitz et al. (2009) and 57% Aida (1994). 
Moreover, 52% do not feel at ease during test taking situations.  
In addition to test anxiety, anxious students may fear being less competent than 
other students or being negatively evaluated by their peers (Horwitz, 2009). The 
data in Table 21 indicates a number of fears related to negative evaluation.  
Table 21 Students' Fear of Negative Evaluation 
 
As indicated by item 3, an alarming 52% of the students, worry about being called 
on to participate in classroom discussions. This item, as well as items 20 and 33 
refers to situations where teachers call on students to answer questions in the 
classroom. Moreover, 55% of the students feel embarrassed to volunteer answers 
in the class. Similarly, 65% also indicate that they get nervous when the language 
teacher asks questions which they have not prepared in advance. A plausible 
Fear of negative Evaluation Items SA 
% 
A 
% 
NA/D 
% 
D 
% 
SD 
% 
Mean Standard 
Deviation 
3-I tremble when I know that I'm going to be 
called on in language class 
27 25 13 14 21 2.7857 1.52213 
7-I keep thinking that the other students are 
better at languages than I am. 
21 21 23 21 14 2.8671 1.36753 
13. It embarrasses me to volunteer answers 
in my language class. 
30 25 7 13 25 2.7679 1.60670 
15-I get upset when I do not understand 
what the teacher is correcting. 
30 21 25 14 9 2.5000 1.30732 
20-I can feel my heart pounding when I'm 
going to be called on in language class 
11 30 12 11 37 3.3036 1.48837 
23-I always feel that the other students 
speak the foreign language better than I do 
38 27 6 11 18 2.4464 1.52458 
25-Language class moves so quickly I 
worry about getting left behind 
16 30 20 18 16 2.8750 1.33570 
31-I am afraid that the other students will 
laugh at me when I speak the foreign 
language 
18 16 12 25 29 3.3036 1.48837 
33-I get nervous when the language teacher 
asks questions which I have not prepared in 
advance. 
27 38 14 9 13 2.6964 1.38721 
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explanation to these findings suggests three possible causes for these high scores. 
First, it is possible the students anticipate being called on, due to their past 
experiences of being placed on the spot, or because the teachers use this method 
in the classroom. Second, it can also be inferred from these results that the 
students are highly concerned with the possibility of looking foolish and ‘losing 
face’  in front of their teacher and peers - if they were unable to give the correct 
responses. Third, it can be related to their self-perception in relation to others. 
A further significant finding from the use of the FLCAS shows how the students’ 
perceive their abilities in relation to others; 41% of the students think that others 
are better in learning a language and 65% think that the other students’ are better 
in their speaking skills (item 23). These results give further support to the BALLI 
results whereby 52% of the students believe that they do not have a foreign 
language aptitude.   
Forty-six percent of the students worry about being left behind because of the 
accelerated pace of the language class. These results are relatively similar to 
(59%) in Horwitz’s (2009) study and with 58% in Aida’s (1994) study. The results 
from this component tapped on students’ perception of their ability and social 
image in comparison to their peers in the classroom. Because of their 
nervousness, these students may not attend class, over-study, or hide in the last 
row in an effort to avoid the humiliation or embarrassment of being called on to 
speak; a finding that was certainly verified by the qualitative data as will be 
revealed later.  
The FLCAS failed to measure the impact of past learning experiences on the 
development of language anxiety among students; in this respect, students were 
treated as a static group.  
5.2.5. Summary of Students’ Perceptions and Experiences of Language 
Anxiety  
The derived results from the FLCAS succeeded in giving a preliminary 
understanding of the nature of students’ language anxiety. The finding from the 
FLCAS showed some of the variables that are indicative of relatively high level of  
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language anxiety among Foundation level male Emirati students. These variables 
are highlighted in Table 22. 
Table 22 Variables that are Indicative of Relatively High Level of Language Anxiety among Foundation 
Level Male Emirati Students 
Items indicative of anxiety % Mean 
16-Anxiety about the language class even if I am well prepared for them. 60 2.6964 
21- The more I study for a test the more confused I become. 55 2.6964 
10- worrying about the consequences of failing foreign language class 54 2.6250 
8-Lack of ease during tests in language classes. 52 3.1964 
20- Feel the pounding of the heart  when being called on in language class 41 3.3036 
18- Lack of confidence when speaking English in class.  40 2.6786 
17- Feel like not going to language class. 39 3.3571 
26- Feel more tense and nervous in language class than in any other classes 35 3.3036 
 
Five key findings merged from the FLCAS. The first of these findings is related to 
the students’ general attitude and feelings towards the language class. Despite 
their considerable anxiety and feeling of apprehension, a moderately high 
percentage of the students would not mind at all taking additional L2 classes. This 
may indicate that students are motivated to learn a language. In line with BALLI 
results, the vast majority of students 83% associated their desire to learn English 
with better employment opportunities.  
A second finding has to do with the students’ academic performance in the 
classroom. A considerable percentage of the students are excessively worried 
about their performance and the consequences of failing their L2 classes.  
The third finding that emerged from the data defines language anxiety as a 
situation-specific anxiety experienced in the second language classroom and which 
is associated with uneasiness and physiological symptoms.  
An additional finding emerged after further scrutiny of the students’ responses on 
the FLCAS highlighted a number of fears and worries related to language anxiety. 
The greatest fears as indicated by the majority of the students and which may be 
considered as potential sources of language anxiety are outlined in Table 23 
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Table 23 Summary of Students’ Apprehension and Concerns 
Apprehensions  and Concerns  
% 
27- I get anxious and confused when I am speaking in my language 
class. (speaking) 
67 
4- It frightens me when I do not understand what the teacher is 
saying in the foreign language. (comprehension problems) 
59 
10- I worry about the consequences of failing my foreign language 
class.(consequences of failing) 
54 
19- I worry the language teacher will correct every mistake I make. ( 
error correction) 
52 
30- I feel overwhelmed by the number of rules I have to learn to 
speak a foreign language.( rules to be learnt) 
50 
31- I am afraid that the other students will laugh at me when I speak 
the foreign language. (peers’ scorns) 
34 
 
These findings echo’ students’ responses to the BALLI; whereby a very high 
percent (82%) believe that it is easier to speak than to understand the language. I 
find this as a very interesting finding. Many of these students, despite their 
apprehension, find speaking easier than understanding which reinforces the 
debilitating negative effect that anxiety have on cognitive ability (refer to chapter 
three on a discussion on the cognitive interference model).The third fear is related 
to the consequences of failing the course followed by the fear of teachers 
correcting their mistakes.  
Additional key findings from FLCAS are associated with the effects of language 
anxiety on second language learners. These effects take into account the 
following: (1) self-confidence, (2) academic and cognitive effects and (3) 
behavioural and psychological effects. Almost 65% of the students feel that the 
other students are better than them in L2. The hampering effect of language 
anxiety on students’ cognitive ability emerged through the students’ responses: 44 
% think about other things in the class. Forty-eight percent claim that they tend to 
forget things they know, while 55% of the students indicated that the more they 
study the more confused they become. The third and essential effect of language 
anxiety is related to the physiological and behavioural reactions of the students. 
Physical reactions are evident:  almost 50% experience heart pounding and 
trembling. Behavioural effects are displayed by more than half of the students who 
claim that preparation is not enough while 39% feel like not going to class. 
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The next section of this chapter aims to further explore students’ perceptions and 
experiences of the second language classroom. It draws on the CUCEI instrument 
(explained in Chapter 4) in an attempt to investigate students’ perceptions of the 
EFL classroom environment. 
5.3. Students’ Perceptions and Experiences of the Language Classroom 
While the BALLI questionnaire provided data about the participants’ language 
learning beliefs, the CUCEI explored the learners’ perceptions of the second 
language classroom environment (see Appendix Q). 
The next sections will display the findings from each component of the CUCEI. 
Student – Teacher interaction component is discussed next. 
5.3.1. Student-Teacher Interaction 
Effective student-teacher interaction in the classroom plays a prominent role in 
paving the way for a productive learning outcome. Therefore, in order to 
understand the nature of the students and teachers’ interactions in the classroom 
including fairness of treatment, the students were requested to give their response 
on the ‘Personalization’ and ‘Equity’ components of CUCEI. Table 24 and Table 25 
displays some of the students’ perception of student- teacher interaction. 
Table 24 Student-Teacher Interaction 
 
The findings from the data reveal that around half of the students reported that 
their teachers are friendly and are willing to provide help when needed, whilst 41% 
think their teacher is unfriendly and 43% claim that they do not provide help when 
they are facing problems with their work. Scrutiny of the data reveals a number of 
possible explanations for these findings. Teacher-related variables may indicate an 
element of favouritism. In addition, their attitude in the classroom may be depicted 
by some of the students as unfriendly if they (teachers) project a stern and rigid 
approach. A further explanation could be related to the students’ perception and 
Personalization Items SA 
% 
A 
% 
D 
% 
SD 
% 
Mean Standard 
Deviation 
  
2.- The teacher is friendly and talks to me 
 
27% 
 
32% 
 
21% 
 
20% 
 
2.3393 
 
1.08337 
4-The teacher helps  me when I am having 
trouble with my work 
25% 32% 23% 20% 2.375 1.0713 
7-The teacher is unfriendly and inconsiderate 
towards me 
16% 25% 30% 29% 2.3571 1.08592 
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expectations of what constitutes an ideal teacher. This could be related to the 
teachers’ teaching style and the manner through which they expect teachers to 
interact with them  
In order to assess students’ perception of teachers’ fair treatment in the classroom; 
the students were requested to complete the ‘Equity’ scale of CUCEI (Table 25). 
Table 25 Students Perception of Teachers' Treatment 
 
Almost half the students (48%) claimed that they receive bias treatment in the 
classroom. Forty-eight percent claimed that the teacher does not provide help 
when they are facing problems with their work, whilst 50% claim that they get the 
same opportunity as other students in answering questions in the classroom.  
Research has indicated teachers’ support is important in helping students to 
achieve better engagement in their academic work (Wentzel, 1994). A number of 
research studies give evidence that a supportive and friendly teacher can help 
diminish language anxiety among L2 learners (Price (1991; Young; 1990; Wörde 
2003; Horwitz, 2008). 
Students ‘perception of their teachers teaching style is displayed next. 
5.3.2. Teaching Approaches and Practices: Teachers Teaching Style 
 In an effort to gain an understanding of the students’ perception of the teachers’ 
teaching style, the students were requested to complete the ‘Innovation’ subscale 
of CUCEI (Table 26). 
 
 
 
 
 
Equity Items SA 
% 
D 
% 
A 
% 
SD 
% 
Mean Standard 
Deviation 
37-I get the same amount of help from the 
teacher as do other students 
20% 32% 25% 23% 2.5179 1.06158 
38-I am treated as other students in the 
classroom 
23% 29% 21% 27% 2.5179 1.12801 
40-I get the same opportunity to answer 
questions as other students 
23% 27% 25% 25% 2.5179 1.11177 
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Table 26 Students' Perception of Teachers' Teaching Style 
 
 
  
Almost half of the students thought that the teachers use new ideas and about 60% 
of the students claim that their teachers implement innovative activities in the 
classroom.  
Research has demonstrated that the use of innovative teaching methods such as 
computer-mediated instruction in EFL contexts has many benefits to L2 learners. 
These benefits include the following: the anxiety level of language learners is 
reduced (Beauvois, 1992; Kelm, 1992), students participation increases (Kelm, 
1992; Sullivan & Pratt, 1996) and there is more student-to-student interaction 
(Kern, 1995). 
However, 62% of the students claim that they seem to do the same type of 
activities in every class. It can be inferred that although the teachers are using new 
innovative ideas, there is still a sense of predictability and routine as to the kind of 
activities that are carried out in the classroom.  
Students’ perception of student-student interaction is displayed next. 
5.3.3. Student -Student Interaction  
Some of the students’ perceptions with respect to ‘Cohesiveness’ and 
‘Cooperation’ scales of the CUCEI are displayed in tables 27 and 28 respectively. 
Table 27 Students' Perception of Student-student Interaction 
Innovation Items SA 
% 
A 
% 
D 
% 
SD 
% 
Mean Standard 
Deviation 
43.     implementation of new ideas in the 
classroom 
25% 30% 23% 22% 2.4107 1.09173 
45.     The teacher think up innovative 
activities for me to do 
30% 30% 16% 24% 2.3214 1.09722 
49.     I seem to do the same type of activities 
in every class 
30% 32% 25% 13% 2.2679 1.05298 
Cohesiveness Items SA 
% 
A 
% 
D 
% 
SD 
% 
Mean Standard 
Deviation 
10.     Students make friends easily in the 
classroom 
25% 38% 21% 16% 2.2857 1.02184 
13.     Students in my class have the chance to 
know their classmates well 
30% 32% 20% 18% 2.25 1.08293 
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More than half of the students report that they have the chance to know their 
classmates well and are capable of making friends in their classroom. Research 
indicates that an environment of communality and friendship among the students 
appears to alleviate student's anxiety (Wörde 2003; Samimy and Rardin 1994).  
Table 28 presents some of the students’ responses to the scale ‘Cooperation’, 
referring to students’ cooperation rather than competition with one another on 
learning tasks.  
Table 28 Students' Perception of Cooperation 
Cooperation Items SA 
% 
A 
% 
D 
% 
SD 
% 
Mean Standard 
Deviation 
24.     students’ work with each other on the 
projects 
 
26% 32% 21% 21% 2.3929 1.0901 
25.     students’ learn from each other 16% 34% 21 29% 2.625 1.07132 
 
26.     students’ work with each other in the 
classroom 
23% 32% 23% 22% 2.4286 1.07631 
 
The data indicated that the 55% of the students have the opportunity to cooperate 
with each other in the classroom and this figure rises to 58 percent when asked if 
they work on projects together. However, while there is clearly some element of 
cooperation present in L2 classrooms, it is perhaps surprising that the percentage 
of students reporting working with their peers is not higher. Many research studies 
give evidence that student support should be considered essential to language 
learners because students spend substantial time together and they share the 
same status as learners in a specific context. Learners may obtain support from 
their peers not only in the form of friendship but also in ways that facilitate learning 
(Hartup, 1989; Wentzel, 1994).This support or sense of connectedness claims 
Wörde (2003) helps students to feel less self-conscious, less isolated and less 
anxious in the classroom. Research on small group dynamics indicates that 
increased feeling of connectedness among learners may lead to increased 
productivity. Group cohesion is positively correlated with group productivity and 
academic performance (Prisbell, Dwyer, Carlson, Bingham, & Cruz, 2009), based 
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on this understanding  It is safe to assume that a cohesive classroom climate 
should have a notably positive impact on second language learning. 
5.3.4. Students’ Sense of Autonomy in the Classroom 
Students’ Autonomy/Individualization refers to students making decisions and 
being treated differently according to ability, interests, and rate of working. Table 
29 displays the students’ responses on the scale ‘Individualization’. 
 Table 29 displays a number of interesting findings related to the students’ freedom 
to make decisions and to be treated differently based on abilities. Sixty-one percent 
of the students think that they are expected to do the same amount of work as 
other students.  
Table 29 Students' Perception of Autonomy 
 
 
In contrast, 45% of the students think that the teaching approaches do not allow 
them to work at their own pace. Furthermore, 53% think that teacher decides what 
they do in the classroom. From the students’ responses, it appears that some 
teachers are still holding fast to traditional methods of instruction and are treating 
the students as a homogenous static group with limited or scarce consideration of 
the need for differentiation.   
The next section describes students’ perception of activities in their L2 classrooms. 
5.3.5. Classroom Activities 
The students in this study gave a glimpse of how they perceive pedagogical 
activities in the L2 classroom (Table 30). 
 
Individualization Items SA 
% 
A 
% 
D 
% 
SD 
% 
Mean Standard 
Deviation 
29.     I am expected to do the same as all 
students 
29% 32% 23% 16% 2.2679  1.05298 
33.     Teaching approaches in the classroom 
allow me to proceed at my own pace 
23% 32% 23% 22% 2.4286 1.07631 
35.     The teacher decides what I will do in the 
classroom 
13% 40% 25% 23% 2.5893  0.98676 
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Table 30 Pedagogical Activities 
 
 
Seventy-three percent of the participants claim that they are aware of the work 
needed to be completed in the classroom, which means that over a quarter are 
unclear of the teacher’s expectations of them. Further evidence of this is reflected 
in the finding that 62% of the students claim that class assignments are clear and 
they do know what to do, 38% of them do not share this view. It is not possible to 
judge from the quantitative data above the reason why 64 % of the students’ report 
they are often side-tracked in the classroom, but it may be that a lack of 
understanding of what is required/expected of them may be one explanation.  
5.5. Summary of Student Perceptions and Experiences of the Language 
Classroom  
The results depicted from the use of the CUCEI instrument gave some insights into 
the students’ perceptions of their L2 classroom environment. In general, the 
students' ratings of their learning environments were good. In the present case 
study, the participants in the study rated all four of the relationship dimensions 
(personalization, corporation, cohesiveness, and equity variables) as moderately 
high. Table 31 provides a summary of the subscale means and standard 
deviations. 
 
 
 
 
 
 
 
 
Task Orientation Items SA 
% 
A 
% 
D 
% 
SD 
% 
Mean Standard 
Deviation 
15.     Know what needs to be done in class 32% 41% 14% 13% 2.0714 0.98824 
17.     Get side-tracked in class 32% 32% 18% 18% 2.2143 1.9069 
19.    The class assignments are clear 30% 32% 27% 11% 2.1786 0.99283 
21. Activities are clearly and carefully 
planned 
29% 38% 20% 13% 2.1954 1.01658 
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Table 31 Summary of CUCEI Sub scales Means and Standard Deviations 
 
The Equity scale achieved the highest mean score of 17.38 (SD= 7.8). In this 
dimension, most of the students rated their teachers as treating students equally. 
As for the personal development dimension, which takes into account the ‘Task 
orientation’ subscale of the CUCEI, the students gave the lowest rating for this 
subscale with a mean score of 15.60 (SD=8.20). The responses showed that some 
of the students are aware of the works needed to be completed in the classroom. 
With regard to system maintenance and system change dimension of the CUCEI 
scale, innovation but not Individualization’ ‘received the highest scores. 
‘Individualization’ referring to students making decisions and being treated 
differently according to ability, interests and rate of working was rated slightly lower 
than innovation. ‘Innovations’ which refers to teacher’s preparation of new, 
innovative activities, and the utilization of variant teaching techniques and 
assignments. The students broadly think that the teachers employ some innovative 
strategies in the classroom. This finding suggests that the teachers are striving to 
implement a student centred approach in their classroom. Moreover, the findings 
might also suggest that some of the students think that they are not treated as a 
homogenous static group without any consideration to their abilities and their 
socio-psychological background. The findings also showed that students have 
autonomy and a sense of empowerment and say over the learning process.  
The next part of this chapter will outline the qualitative data of the students’ focus 
interviews (FG). 
Subscale Mean Standard Deviation 
Personalization 16.2857 7.58704 
Cohesiveness 16.6072 7.53451 
Task orientation 15.6419 8.19935 
Corporation 17.3393 
 
7.65515 
 
Individualization 16.7143 7.26926 
Equity 17.3751 7.79 
Innovation 16.8571 7.66351 
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Part 2- STUDENTS’ PERCEPTION OF LANGUAGE ANXIETY 
Qualitative Findings 
 
This part represents a continuation of data analysis conducted in the previous 
section. Part one introduced statistical findings in relation to students’ perceptions, 
beliefs and attitudes about language anxiety in the context of the classroom 
environment. The purpose of the present section is to provide an in depth analysis 
of language anxiety through the use of a more focused lens that takes into account 
the students accounts of language anxiety under the spectrum of the classroom 
environment. Thematic analysis of the FG interviews succeeded in extracting a 
number of categories and subcategories that shed a light on the students’ 
perception of the phenomenon under study. These categories include the 
following: (1) causes of language anxiety, takes into account the nature of 
language learning; (2) effect; relates to the impact of language anxiety on the 
students’ academic, social and cognitive abilities; (3) manifestations of language 
anxiety and (4) the coping strategies that some of the students retort to in anxiety 
ridden situations in the classroom and the strategies that are deemed as helpful in 
alleviating this anxiety. 
5.6 Sources of Language Anxiety 
The roots of language anxiety as extracted from the FG findings are grouped under 
the following main themes:  (1) teacher characteristics; (2) pedagogical practices; 
(3) fear of making errors; (4) test taking and (5) previous experience of learning an 
additional Language. These themes emerged from the analysis process. 
5.6.1 Teacher-related Factors 
The findings from the students’ FG indicated that certain teacher- related factors 
might play a role in the emergence of feeling and uneasiness towards the English 
Language class. These factors include teachers’ attitude, fast speech rate and 
accent, native versus non-native teachers and attention bias. 
About two –third of the  participants indicated that if the teacher is very serious or is 
in a bad mood this may have a negative toll on their psychological well-being and 
which ultimately leads to feelings of discomfort and agitation on their part. One of 
the participants indicated that if the teacher is very authoritarian in the classroom 
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“this will generally increase my apprehension level and would bring back not-so- 
happy memories of my previous bad experience at school.” 
Further examples of the students’ comments: 
   “When my teacher is wearing a serious mask on his face or is angry this makes 
me very nervous.” 
 The fast speech rate of some of the teachers was attributed as a hurdle in 
understanding what is discussed in the classroom. Participant S1K indicated that 
lack of comprehension might be attributed to the fast speech rate that some 
teachers use in the classroom. He emphasized: 
 “When teachers speak in a very fast manner, I find it very difficult to 
comprehend what she is saying, but with a slower pace I can get a general idea 
of what she is trying to tell us.”  
I asked whether the teacher’s accent is also related to this issue. Most of 
participants indicated that the teachers’ accent and speed of their talk has an effect 
on their comprehension level. In this regard, M3S recalls:  
“I had once a college teacher who spoke in a thick incomprehensible accent … I 
was not able to comprehend a word she was saying, attending class was a 
waste of time…. I eventually changed classes because of this teacher’s accent”.  
The preference/ non-preference for native vs. non-native English language 
speakers were brought up by about one-third of the participants. In this regard, the 
participants provided various explanations for their preferred choice of a particular 
teacher. Examples of their comments are cited below: 
“ I strongly prefer native English language teachers because they have more 
experience teaching students… my teacher taught in many countries and he is 
very knowledgeable….in addition his accent is amazing, I want to be able to 
speak like him one day” ( S2B non- anxious student). 
“I feel more at ease with a non-native teacher …simply because he/she can 
clarify any ambiguities through translating or re-explaining in Arabic… This is 
especially helpful for vocabulary and grammar concepts.” (S1A anxious student) 
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 I find the discrepancy between anxious and non- anxious students’ preference of a 
particular teacher an interesting finding in this study. Non-anxious students might 
feel that a non-native speaker of the English language is better at clarifying any 
concept that they are finding a difficulty in understanding. 
Some of the participants comments on the issue of knowing how to speak Arabic 
by native speakers of English are also exemplified in the ‘Students’ Learning and 
Communication Strategies’ component of the BALLI, whereby 73% of the students 
endorsed the fact that native speakers of the English language must be capable of 
speaking Arabic. 
5.6.2 Attention Bias 
Attention bias also emerged as a potential source of anxiety among the students 
indicated by eight of the interviewed students. One of the students emphasized the 
issue of teachers’ divided attention, which could be related to their feeling of 
nervousness. Teacher must show equal attention to all students and favouritism in 
the classroom must be strongly avoided. This finding is in line with the Equity 
component of the CUCEI whereby 48% of the students claimed that the teacher 
does not provide help when they are facing problems with their work, whilst 50% 
claimed that they do not get the same opportunity as other students in answering 
questions in the classroom. 
 Participant S3D (an anxious student) indicated that teachers’ attention which is 
usually directed towards the bright students in the classroom, increases anxiety 
among some students. This divided attention, he further emphasized makes some 
of the students feel apprehensive and affirms their somehow predisposed belief 
that they are unworthy of the teachers’ attention because they are not bright 
enough. I asked him to reveal more about this concern. Participant S3D 
responded: 
“Lack of attention from the teacher can lead to lack of attention in the 
language class from my part. Teachers seem to be more interested in 
students who stand out than they are in others who do not… you know 
those who always give the correct answers to the teacher’s questions. S3D 
further emphasizes: I do not like it when the teacher has a favourite student 
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in the classroom… he is usually the person who always gets the highest 
marks and  is always ready to answer the teacher’s questions… this makes 
feels worthless because I am a student with lesser ability…”.  
Pedagogical and instructional practices as a possible source of anxiety among the 
students are discussed next. 
5.6.2 Pedagogical and Instructional Practices 
Around forty percent of the interviewed students described the teaching style of 
their present teachers as innovative in nature. In this sense, teachers use various 
innovative strategies and interesting activities in the classroom, which are in most 
cases technologically focused.  A finding that was certainly verified by 60% of the 
students’ response of the ‘Innovation’ component of CUCEI. Examples of students’ 
comments from the FG include the following: 
 “We study through the use of many interactive activities from different sites... We 
also use Smart Boards to do these activities... English class is fun at times.” 
“... Teacher uses various activities on Black Board Vista that makes the lesson 
very interesting ... and it helps me to stay focused in the classroom.” 
Despite the use of innovative teaching strategies in the L2 classrooms, a number 
of pedagogical practices were identified by the students as anxiety provoking at the 
college. These practices seems to effect the students understanding and 
participation in L2 context. These include the following; (1) pace and speed; (2) 
listening comprehension activities and (3) speaking the target language. 
5.6.3 Pace and Speed 
The students’ ‘inability to understand and follow teachers’ instructions in the 
classroom were depicted as prominent features of many L2 learners’ experiences.           
The students’ FG provided insights into students’ concerns about understanding 
the target language. The interviewed students both anxious and non-anxious 
indicated that intensive or fast-paced lessons could increase their anxiety. 
Students are worried about being left behind because they are not able to catch up 
with the pace of the lesson, which ultimately leads to frustration due to their 
inability to fully comprehend the given lesson. These findings parallel that of item 
25 on FLCAS in this respect, 46% of the students think that the class moves 
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quickly and worry about being left behind. The majority of the participants_ who 
were interviewed indicated that they face a tremendous amount of difficulties in 
understanding what is being said in the classroom, and many of these students 
indicated that this difficulty contribute to anxiety as indicated by 65 % of the 
students who completed the FLCAS.  
 Participant S4B (anxious student) described his problem as an extremely 
frustrating experience:  
“I cannot understand what is going in the classroom; I have to ask my classmates 
about what is being explained during class, or whether there is a project or test  
...this can very frustrating because I do not trust my listening abilities.”  
These findings complement the findings derived from the FLCAS whereby 59% of 
the students feel that they do not understand what the teacher is saying in FLA 
classrooms.  
5.6.4 Listening Activities 
Almost all of the interviewed students stated that listening to a text is a major 
source of anxiety. They have attributed this anxiety to lack of listening and 
comprehension strategies. In the words of one of the participants:  
“Listening to a text terrifies me. I keep on hearing the sound of drumming in my 
ears, lose track, panic and in many cases give a wrong response to the 
questions... I do not know how to get the main idea…” 
The students’ performance in listening comprehension exams was cited as 
problematic and they always live in the fear of failing their exams. Participant S3O 
(non-anxious student) shared his experience during a listening comprehension 
test. He blamed his difficulties on the fast pace of the scripted audios and because 
of this he ended up submitting a blank sheet of paper.   
Another student reported a further example of students’ difficulty in this area: 
“Listening to an audio text during a  listening exam is of great concern to me, 
even though the text is repeated twice, I  end up leaving many of the questions 
unanswered...”  
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 In general, the majority of the students indicated that their listening skills improved 
over time, but the feeling of anxiety generated by listening tasks has not been 
resolved. The listening, and related comprehension difficulties, which these 
students face may be attributed to a number of possible causes. Chiefly teachers’ 
accent, the speed at which they speak and students having limited vocabulary in 
relation to the content of the spoken language. The findings from my study are 
similar to those of Aida (1994) and McIntyre & Gardner (1999) who found that an 
inability to comprehend the teacher in the classroom poses a serious problem for 
many learners.  
5.6.5 Speaking in Target Language 
All of the students indicated that speaking in class the least likable activity but while 
they said, it is the most frightening experience at the beginning of the term this 
feeling diminishes to a certain extent over time. However, none of the students 
stated that they have yet overcome this problem. The students’ FG also highlighted 
evidence of students’ communication apprehension. The findings from the FG 
echoes the findings derived from FLCAS, which highlighted evidence of students’ 
communication apprehension (see section 5.2.2). 
The majority of the students indicated that speaking in class is the activity they like 
least. Classroom discussion was also indicated as an activity that many students 
dread in the English language classroom.  Participant S2A explained the problem 
for him:  
 “In most cases I feel as though I am lagging behind and unable to keep up with 
the discussion.”   
This may indicate that that the students’ apprehension is subject to both the act of 
speaking and that of sustaining the flow of the conversation with others. 
Fear of making presentations was also cited as a major concern for many 
participants. Participant S1D (anxious student) brought up this concern and the 
rest readily agreed that it is their worst fear. Participant S3O indicated giving 
presentations is very frightening. He stated:  
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“I feel very worried if I have to prepare for a presentation… even though I usually 
read out the presentation from my papers … my hearts beats very fast, my hands 
tremble and I seem to lose my hearing and attention abilities.”  
Thus, it seems that the fear of presentations is a common feeling among both 
anxious and non- anxious students. 
Additional sources of anxiety cited by the majority of the participants were the fear 
of being called on and waiting for their turn in answering the teachers’ questions. 
Many of the participants claimed that this feeling has not diminished with time and 
have described it as very ‘dreadful’. Their response indicated general discomfort 
with this classroom related procedure. Participant S2M indicated that he always 
keeps quiet in the classroom and feels very nervous when the teacher asks 
students to participate or when he calls on students to answer questions. 
Examples of students’ responses: 
    S3M (an anxious student) points out: 
 “I am always quite in the classroom and feel at ease when the teacher is 
lecturing. However, I become very anxious when the teacher asks questions or 
call on me to answer the question, my mind goes completely blank and I only 
hear incomprehensible voices in my ears. I stutter, give any answer to save 
face, and feel ill at ease afterwards.” 
S2A stated: 
“I feel very anxious when I have to speak in the class simply because I am not 
used to doing so and second, I always fear that the teacher will yell at me and 
this is very embarrassing…even though I know that my teacher will never do 
so”. 
Consequently, the students only speak or volunteer answers when they are sure 
that whatever they have to say is correct. The comments from participants S1B 
below further support the students ‘uneasiness with respect to speaking: 
“I hardly ever speak in the classroom, I do not even like to volunteer answers.” 
  Student S1D said: 
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“I do not speak in the classroom, I am so worried that I will give a wrong answer 
and be considered as not as smart as the rest in the class.”  
SM1 revealed: 
 “I am inclined to stay silent even though I know the answer to the teacher’s 
question”.  
These results complement the findings derived from the BALLI component – 
‘Beliefs about the Nature of Language Learning’, whereby speaking was cited as 
one of the most anxiety provoking activity by 67% of the students. The findings are 
also consistent with many studies of language anxiety (Horwitz et al., 1986; Koch 
and Terrell, 1991; Price, 1988, 1991; Young 1990, 1991, 1992). These findings will 
be discussed at length in Chapter 7 in relation to the wider literature. Furthermore, 
the findings from the FG could also be mapped to the importance placed by the 
students in speaking with an excellent accent as indicated by 90% of the students’ 
response on the Students’ Learning and Communication Strategies’ component of 
the BALLI.   
5.6.6 Fear of Making Errors  
Fear of making errors was profound for 10 students who reported that they refrain 
from any proactive participation in lessons.   
Even asking the teacher for clarification is avoided during class time as participant 
SG2 explained: 
  “I want to ask my teacher the question… I rehearse the question many 
times in my mind but was never able to gather my courage to do 
so…thinking that the question is unimportant or that I might sound not so 
bright if I ask a question that sounds silly or obvious to many and as a result 
I do not ask questions.”   
SM4 said that he feels very embarrassed and humiliated if the teacher corrects his 
mistakes in front of his peers in the classroom.  
In the same line, student S1D said: 
 “I do not speak in the classroom, I am so worried that I will give a wrong answer     
and be considered as not as smart as the rest in the class.”  
 Participant S2L also indicated:  
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  “I stay quite because I think I am the weakest in the classroom and all the other 
students are better than me… my classmates laugh at everything I try to say…it 
is so embarrassing… I know I must participate because it helps in practicing my 
speaking skills …I do not unless I am called upon by my teacher, in this case I 
only say a word or two… and feel angry and embarrassed when the others 
laugh at my attempts, but I do not show my anger… I join my classmates in 
laughter…” 
The majority of the students (anxious and non-anxious) also indicated that their 
peers usually try to correct them by whispering out the right answer or writing down 
the correct answer on a piece of paper for the student to read.  
Fear of negative evaluation seemed to be a major concern to many students. The 
data from the interviews emphasises the students’ fear of making errors. As stated 
earlier, this fear was also picked up by items in FLCAS and BALLI. Based on 
FLCAS results, 52% of the students fear that the teacher will correct each mistake 
and 34% fear that their classmates will make fun of them. However, the BALLI data 
revealed that many of the students think that making errors and error correction is 
part of the learning process; 52% of the students believe that if they were allowed 
to make errors in English, it would be difficult for them to correct them later on. 
Simultaneously, 68% students also want their teachers to correct their mistakes. It 
is assumed that some of the anxious students of the present case study are 
hesitant to make mistakes and consider speaking with an excellent accent- as 
indicated by both the BALLI and FLCAS-as important. These concerns would most 
likely inhibit their enthusiasm to communicate in the L2 classroom. These results 
may provide an explanation as to some of the potential causes behind the 
students’ inhibition and lack of participation as evident by the results from FLCAS, 
whereby 67% of the students express a fear of speaking and 39% of the students 
worry about making mistakes. 
These findings may also indicate that the students may suffer from a low 
confidence level and it may also highlight the nature of students-students 
relationship in the second language classroom.  Based on the results derived from 
FLCAS, 41% of the students do not feel confident in speaking a second/ foreign 
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language. Previous studies have found that low self-concept leads to lowered self-
confidence and which in turns can be a strong predictor of language anxiety among 
language learners (Horwitz, 1990; Onwuegbuzie, Bailey, & Daley, 1999; Price, 
1991; Young, 1991). These findings may also be related to a cultural issue. As 
mentioned in the literature review the fear of ‘‘losing face’ ’ is a pronounced cultural 
issue in Arabian societies, thus making errors may result in the fear of being looked 
upon as less capable than others. 
5.6.7 Test- Taking 
Almost half of the interviewees indicated that tests cause anxiety and yet testing is 
a regular occurrence in their L2 class. Nearly all of the participants indicated that 
test taking is very stressful. Participant S3M indicated that speaking tests are 
stressful. He stated:  
    “Waiting for my turn can make me feel sometimes like running away from the 
class… thinking that I might not be able to utter a word when my turn eventually 
comes”.  
Participant S1B stated: 
   “I feel very nervous when I have a speaking test; I feel overwhelmed and 
attempt to memorize the given dialogues, and sentences word by word… but 
during the test I find myself stuck because I cannot remember some of the 
words and phrases hence my sentence sound gibberish and make no sense”.  
The students’ comments reveal that both speaking and taking oral tests are a 
source of apprehension in EFL classrooms. These findings echo the findings 
derived from FLCAS whereby 54% of the students worry about the consequences 
of failing.  
Participant S4D echoes his peers’ concerns. He explained why: 
 “I study hard for the test…but during the test I forget the sentences and I even 
try to translate some of the words but the results were never good… I end up 
failing most of my speaking exams.”  
These findings are in line with the result of the FLCAS component of test 
anxiety, whereby 52% of the students exhibit a considerable amount of fear in 
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test taking situations. Similarly, 55% of the students report that advance 
preparations for tests does not in any away alleviate this problem but on the 
contrary increases their confusion as measured by the FLCAS.  
 5.6.8 Previous Experience of Learning an Additional Language 
 
The majority of the students stated that the present classroom environment in 
general is very welcoming and relaxing and that the teachers try their best to make 
the students feel at ease. Their current teachers are described as very friendly and 
helpful (n=34). In contrast, previous school experiences have been, for some, less 
positive.  Many of the students attributed their anxiety to two main causes related 
to their previous schooling experiences in which traditional practices were upheld: 
(1) an educational system that does not put great emphasis on student 
participation (n=16) and (2) the harsh manner of error corrections (n=19). Their 
earlier experiences were portrayed with a rather negative tone. They believe that 
their rather dreadful previous experience at school might have played a role in their 
current feeling of uneasiness in the English language classroom. In this respect, 
none of the quantitative tools used in this study was able to measure the impact of 
past learning experiences on the development of language anxiety among 
students. Conversely, the FG data provided strong evidence that prior learning 
experiences can shape students’ attitudes towards learning an additional 
language. Furthermore, many of these beliefs were highlighted through the use of 
the BALLI. Based on these findings, it can be inferred that students ‘anxiety and 
‘erroneous’ beliefs might be a remnant of their past experience in traditional 
schools. 
In the next section, the effects of language anxiety on the students are analysed. 
5.7 Effects of Language Anxiety on Students’ Performance 
The students reported a number of perceived effects of language anxiety on their 
academic performance. All of the anxious students in the study believed that 
anxiety affected their academic achievement in English. One of the anxious 
participants said: 
 “Anxiety leads to feeling of uneasiness and frustration in the classroom. This 
feeling acts as a wall which blocks comprehension.”  
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This finding corroborates with the item analysis of students’ attitude component 
of the FLCAS whereby, 48% claims that anxiety effect their ability to recall 
information. 
 To give a further emphasis on the role of language anxiety on students' academic 
performance in the classroom; the finding from the FG showed that students are 
very apprehensive with respect to classroom participation. In this regard, students 
with high level of anxiety are more inclined to refrain from engaging in 
communicational activities in the classroom. Lack of participation by anxious 
students could be attributed to the fear of speaking as indicated by 67% of the 
students as revealed by the FLCAS. 
An anxious participant stated:  
“Participation is greatly diminished when one is feeling anxious.” 
 This idle status in the classroom may also have a negative effect on the students’ 
academic progress in the program. 
One of the anxious students’ said that he dropped the course twice because of his 
unexplained fear of the language classroom. In this sense, anxiety can lead to 
attaining lower grades due to lack of participation, dropping the course and, in 
worst-case scenarios, failing the course altogether.  
The finding supports Clément, Gardner, & Smythe’s report (1977, 1980: cited in 
Onwuegbuzie et al, 1999) that there is a negative relationship between foreign 
language anxiety and achievement e.g. the higher the anxiety, the lower the 
performance.  
The next section will discuss the students’ accounts on the manifestations of 
language anxiety. 
5.8 Manifestation of Language Anxiety 
Students were asked to describe how their language anxiety was manifested. The 
explanations that the students provided could be organized under two main 
categories: psycho-physiological and behavioural indicators.  
Feelings of anxiety were described as being manifested in physical symptoms such 
as tremors, rapid heart palpitations, sweating and blushing. Many students worry 
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that their teacher and peers would notice these physical symptoms, which served 
to increase their anxiety level further.  
Examples of students’ responses include: 
S3M indicted:  
     “My hands tremble; my knees become weak and even my voice shakes.” 
S1M (an anxious student) reported: 
    “I can feel the beating of my hearts and buzzing sounds in my ears”. 
The reports on physical manifestations of anxiety amongst the interview 
participants corroborate the FLCAS data: 53% of the students said they tremble 
when they know that they are going to be called on to speak in their language class 
and 41% of the students feel their heart pounding. 
Behavioural manifestations of language anxiety cited by the students include 
skipping classes, coming late to class, hiding behind classmates, avoiding eye 
contact, making jokes, laughing or displaying a ‘not so serious’ attitude in the 
classroom or engaging in off task activities in the classroom.  
S4K (an anxious student) indicated:  
“I play on my laptop instead of completing an on-line listening task or I give the 
impression of completing an activity while my mind wanders to things unrelated 
to what is going on in class”.   
This finding echoes the CUCEI component of task orientation whereby 64 % of the 
students’ report they are often side-tracked in the classroom 
Besides engaging in off-task activities, many students reported that an additional 
manifestation of language anxiety is not participating or reluctance to participate in 
classroom discussions.  
As stated earlier, manifestations of language anxiety can lead to the use of 
avoidance behaviour or a detached state from the learning process to cope with 
their fears. 
Examples of students’ responses are cited below: 
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Participant S4D (an anxious student) indicated: 
     “I do not come to class when I have a presentation.” 
 The FLCAS also provided evidence of behavioural manifestations of language 
anxiety by the tendency to skip classes - reported by 39% of the students. 
Participant S3G (an anxious student) indicated:  
    “I sit in the back row; hiding behind my classmate’s back praying that my teacher 
will not notice me.” 
 Incidentally, many students resort to the following behaviours: skipping classes, 
not studying or preparing for the class or succumbing to their anxious feelings, 
which are usually manifested in different ways.  
 5.9. Students’ Recommendations on having a less stressful English 
language class 
 Most of the participants suggested a number of activities and strategies to make 
the English language classroom less stressful. There was a focus on the teacher-
student relationship. The students interviewed felt that a teacher could reduce 
learners’ anxiety by (a) being friendly (b) being supportive and tolerant (c) having a 
sense of humour and (d) speaking slowly. Pedagogical practices that would help to 
reduce levels of anxiety were cited as group work, and clear instructions about 
tasks. Table 32 provides a summary of students’ recommendations on having a 
less stressful classroom. 
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Table 32 Students Recommendations on having a less Stressful Classroom 
 
 
Most of the participants (n=34) indicated that being informed beforehand about the 
lesson objectives would help to reduce their fear of the English language 
classroom. There were also calls for less use of tests and/or quizzes, and more 
use of on-line interactive activities. 
However, Participant S1C indicated that none of these situation-specific ideas 
would help him overcome his nervousness in the classroom, because his fear is 
deeply embedded. Based on the student’s account, it is evident that his 
apprehensions could be categorized as a trait anxiety in its outlook.   
He further elaborates:  
  “My teachers are patient and supportive; my friends are helpful, yet the fear is 
there … I do not think I am smart enough to learn this language. Many students 
learn it faster than I…. I have been studying English for the past three years … I 
am still confused when to use the verb ‘to be’ or verb ‘to have’… You see, I am 
helpless.” 
Categories   Sub-categories 
Teacher  Being friendly 
 Being supportive and tolerant  
 Having a sense of humour 
 Speaking slowly  
Pedagogical and Instructional 
Practices 
 Encouraging group work 
 Giving clear instructions 
 Being informed of lesson’s objectives 
 Less test or quizzes 
 Using on-line interactive activities 
Students  Coming prepared to class  
 Using positive thinking  
 Seeking the help of their peers and 
teachers 
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The respondents indicated a number of strategies that they sometimes use to 
avoid and/or cope with feelings of anxiety. These included being well prepared 
(n=11), positive thinking (n=1), avoidance behaviour (n=9), and seeking the help of 
their peers and teachers (n=16). Some of the participants indicated that coming 
prepared to class may help in reducing their apprehension, but preparation does 
not make the associated symptoms of anxiety disappear completely. Participant 
S3L indicated: 
  “...When I come prepared for class I feel more confident motivated and more at 
ease in the classroom … when my teacher asks me a question… I do get the 
jitters but they are usually less than when I come unprepared to class.”  
The FLCAS also revealed that 60% of the students still feel anxious in spite 
preparing for the class. Sixty-five percent also indicate that they get nervous 
when the language teacher asks questions which they have not prepared in 
advance. Thus, it seems that preparation might slightly help in alleviating the 
feeling of apprehension but does not in any way eradicate its presence. 
 Participant S3E (anxious student) indicated that at times, he does not know what 
to prepare for class and he ends up studying hard for a lesson that the teacher 
does not teach the next day.  
He further stated:  
“Why bother studying when we always have surprises in the class?” 
S3M disagreed with S3E, indicated that they always know what they are going to 
study, and blamed participant S3E for not paying sufficient attention in the 
classroom. Participant S3E was quick in defending himself and he stated:  
“I sometimes do not understand what the teacher is saying ….”  
In addition, the students indicated a number of coping strategies for dealing with 
problems related to understanding what is happening in the classroom. If they 
missed an important piece of information, they check with one of their classmates 
or ask their teachers after class in order to make sure that they have not missed 
anything important that might be included on the test or for an upcoming project or 
task.  
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Only one participant indicated that he adopts positive thinking and self-encouraging 
statements as a strategy to cope with his apprehension. Self-encouraging 
statements included “I can do it”; “I must pass my English class”.  
Many of the students across the classes also emphasized the significant role of 
their teachers and peers in reducing their anxious feelings in the classroom. Some 
of the students also reported sharing their feelings with their classmates, but rarely 
with their teachers.  
5.10 Reflection 
Using qualitative data alongside the quantitative data from FLCAS, BALLI, and 
CUCEI enabled a deeper and more nuanced understanding of language anxiety 
from the perspective of the English language learner. According to Ghaith, 
Shaaban, & Harkous (2007: 230) research into the effectiveness of teaching and 
learning has highlighted the importance of classroom climate as a key determinant 
of learners’ achievement and psychosocial adjustment. The participants’ responses 
in this study are consistent with such finding. Most of the interviewed (anxious) 
students claimed that a stressful classroom atmosphere made them highly 
anxious. At the same time, there was some evidence that current apprehension 
may be partly a result of previous learning experiences and accumulated beliefs 
and attitudes about English language learning, in general. The findings from the 
students’ data identified a number of elements that are associated with the causes 
and manifestation of language anxiety among Emirati male Foundation level 
students. These elements include (1) learners’ variables and (2) pedagogical 
practices.  
The next chapter will explore of the teachers’ interview data in the light of the 
issues emerging from this chapter.  
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CHAPTER 6 TEACHERS’ PERCEPTION OF LANGUAGE ANXIETY 
AND CLASSROOM OBSERVATIONS 
6.0. Introduction 
The aim of this chapter is to provide a deeper insight of language anxiety by 
examining the phenomenon from two further, yet related, angles:  the perceptions 
and experiences of teachers and observed practice in the L2 classroom which will 
be discussed in part one and two respectively. The observations-although limited in 
number- did succeed in providing a glimpse of L2 classrooms’ dynamics. 
Reference to the observational data is used to support or question the findings 
from the teachers’ interviews with respect to the nature of interaction in the 
classroom. In this chapter, L2 teachers’ perceptions of the extent to which L2 
students’ attitudes and beliefs about learning English contribute to L2 students’ 
feelings of anxiety is investigated; along with their  perceptions of the extent to 
which the L2 classroom environment contributes to L2 students’ feelings of anxiety.     
Part1- Teachers’ Perception of Language Anxiety 
 
The interviewed teachers gave a vivid description of their beliefs and practices in 
their L2 classrooms. All the interviewed teachers reported that they are aware that 
language anxiety exists among L2 learners. They also believed that the students 
experience language anxiety differently and that its occurrence can have negative 
consequences on the students’ performance in the classroom. The teachers 
indicated that there are a number of indicators of anxiety among L2 learners that 
teachers must be aware of. Furthermore, they also believed that there are a 
number of strategies that could help in reducing language anxiety among L2 
learners.  
6.1. The Causes of Language Anxiety among L2 Students 
Teachers’ accounts of the causes of language anxiety in their classrooms suggest 
that they believe that some of these causes are intrinsically bound up with the 
learners’ identities: their beliefs about L2 learning; their prior experiences of L2 
learning; their learning style; and their levels of self-esteem and confidence. The 
teachers in this case study also indicated that they believed that students’ current 
L2 classroom environment could also contribute to a sense of anxiety. In particular, 
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teachers referred to the teacher/student relationship, student/student relationships 
and pedagogical approaches.   
Almost all of the teachers agreed that high levels of anxiety in the language 
classroom would have a negative impact on students’ learning and acquisition 
level. Anxiety, they stated, if left untreated or unnoticed will lead to avoidance 
behaviours and ultimate failure in the language classroom. 
 PM stated: 
 “...a high level of anxiety can impede learning in the classroom and that anxiety 
may contribute to students’ diminished motivation to learn.’’  
PN, too, emphasized the negative consequences of anxiety on learning and he 
argued that anxiety could have a negative effect on the student’s ability to process 
and retrieve information. He elaborated that, in an anxious state the student’s 
attention and ability to understand and remember the information is distorted, 
because in such situations the student’s attention is turned inward towards 
feelings, thoughts and their accompanying physical manifestations rather than on 
the task. Participant PJ had a slightly different view on language anxiety. He stated 
that anxiety in itself can act as a motivational catalyst for learning and, as such, it is 
a facilitative element in the learning process, but he also acknowledged that, for 
some students, a heightened level of anxiety might impede the learning process. 
Hence, based on this understanding, it becomes extremely difficult to draw a line 
as to when anxiety is a motivator or impeder to the learning process. 
  In the two sub-sections below, I discuss what the teachers perceived as learner-
related causes of language anxiety and those perceived as triggered by the 
classroom-environment. 
6.1.1. Factors Related to Learners 
All the teacher participants believed that language anxiety is usually triggered by 
many factors that are interconnected with the personality of the learner’s learning 
style, past experience, and proficiency level. 
6.1.1.1. Self-esteem and Confidence 
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The students’ levels of self-esteem and confidence were considered influential 
factors. PM believed that students with a high level of self-esteem are less likely to 
feel anxious in the classroom. She also emphasized the important role that self-
confidence plays in students’ success and emotional wellbeing in the classroom.  
“If the student feels confident in his ability to learn and excel in English language 
then this will definitely has a positive impact on his performance and will 
subsequently reduce any level of anxiety that the student might be feeling in the 
classroom.”    
This evidence echoes the findings derived from the FLCAS instrument used in this 
study. Given the importance attached to self-esteem and confidence, it is worrying 
that over half 41% of the students taking the FLCAS questionnaire indicated that 
they did not feel confident in speaking a second/foreign language. A further 
evidence of lack of confidence was that 65% of the students felt that the other 
students were more proficient than them in L2.  
6.1.1.2. Students’ Beliefs 
The teachers also believed that unrealistic beliefs about language learning 
contribute to the development and manifestations of language anxiety among 
learners. Set out below is a list of the beliefs which teachers in this study believed 
that students hold about L2 learning:  
 A belief that language learning is an innate gift not possessed by all. 
 The importance of speaking in perfect native like accent. 
 a non-western teacher or a western teacher is a better teacher 
 Past experience in learning a language becomes a marker for present 
and future success in language learning. 
 A belief that one year is enough to gain fluency and accuracy in 
language. 
It is crucial to mention that teachers’ were basing their accounts of learners’ 
experience of language anxiety on what they perceived to be their students’ 
concerns. PJ explained:  
 “... Efforts to negate some of these beliefs… I have students in the class who 
think that they are not born with the ability to learn a language.”   
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PM states that this view was frequently mentioned in her classroom, too. This point 
parallels the findings derived from BALLI Foreign Language Aptitude subscale, in 
which 58% of the students believed that some people have an innate gift for 
learning languages.  
Another point that was mentioned by two of the teachers was the importance of 
speaking in a perfect native like accent. PS highlights this matter based on some of 
her students’ comments: 
 “I want to speak like you, teacher, but I don’t think I will ever be able to do so”.    
The quotation above raises the issue of native speaker vs. non-native speaker. 
Native speakers said that they face a problem with some of their students because 
they (students) believe that a non-native speaker is better at teaching them a 
language than a native speaker because of the teacher’s ability to translate some 
of the confusing words or to clarify tasks- related instructions. On the other hand, 
non-native teachers mentioned that they frequently hear remarks from their 
students focusing on the importance of having a native speaker. These students, 
they said, believe that a Western teacher is better at teaching them English with a 
perfect native accent. Amid the complexity of the situation, the teachers (native/ 
non-native) mentioned that students would resort to changing classes just because 
of these reasons and beliefs. The issue of native vs. non-native teachers emerged 
from both the students’ focus group interviews and the findings from the BALLI 
communication and language strategies items, in which 73% students indicated 
that native teachers must be capable of speaking Arabic. In this respect, students 
who believed that accent is an essential element in being proficient in a second 
language preferred a native speaker. Students who placed greater emphasis on 
understanding basic vocabulary concepts and grammatical rules opted for a non-
native speaker. 
In discussing the causes of learners’ language anxiety, the teachers in my study 
also pointed to the role that students’ previous experiences play. This belief 
echoed those of the students. There was evidence in the student data that many 
believed that previous experiences in learning a language predicted how they 
would perform in their current language class. Students who had had a negative 
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experience previously believed that they would struggle again in their current 
context. The difficulties that these students faced evolved around the teachers’ 
rigid and non-supportive teaching approach during their previous school years.   
The teachers evidently do not share their students’ expectations with respect to 
language acquisition. They are aware of their students’ expectations with respect 
to language acquisition, which centres on the learners’ inflated ability and self-
confidence in gaining language proficiency. Many of their students believe that a 
year is more than suffice to gain sufficient proficiency in a second language. In the 
same token, the data derived from the BALLI also echoes the students’ unrealistic 
views of the period needed to learn a language. In the next section, the teachers 
highlight ineffective or a lack of study skills as a contributing factor to the 
emergence of language anxiety among L2 students. 
6.1.1.3. Study Skills 
The teachers in this case study reported that many students were lacking 
functional study skills techniques. This perceived deficiency becomes especially 
pronounced when the students set very high expectations and goals for their own 
progress, yet at the same time lack the motivation to achieve these goals. PS gave 
a vivid example of this issue:  
“I once asked one of my students whether he is studying for his exams, and he 
said that he can study all of the required units in two days… This attitude creates 
a problem for many students especially if they lack the necessary study skills 
techniques….Under the circumstance, the student might fail the test and this will 
definitely have an adverse consequence on his self-concept and will ultimately 
increase his fear of the English language.”   
In the words of one of the teachers: 
  “... students have not been taught effective study skills or time management 
skills…. the majority of the students have been conditioned to rely more on rote 
learning and memorization rather than on the use of effective learning strategies 
that focus more on the use of note taking, analytical thinking and time 
management skills.” 
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The emphasis placed by the teachers on the absence of effective study skills 
among students was mirrored by evidence from the FLCAS. Sixty percent of the 
students felt that preparation for L2 classes does not diminish the feeling of anxiety 
they experience in their language classes. These findings might also suggest that 
the students lack efficient study skills strategies. The absence of these strategies 
might hamper the efforts that the students place in beneficial preparation for the 
English class. Paradoxically, I could not help but question some of the teachers’ 
perceptions specifically blaming the students for their lack of efficient study skills. A 
Arguably as it might sound; it is part of our job as teachers to teach our students 
effective study skills. 
In the next section, teacher-related factors will be discussed, as possible causes of 
language anxiety among L2 learners. 
6.1.2. Teacher- Related Factors 
Many elements that are independent of the learners’ scope seem to nurture the 
development of language anxiety among L2 learners. These elements, as depicted 
from the findings of the teachers’ interviews, revolve around the following major 
themes: (1) teachers’ characteristics; (2) teaching approaches and practices (3) 
course structure and the demands of the course and (4) peer relationships. 
6.1.2.1. Teachers’ Characteristics 
A number of teachers’ characteristics are accentuated as an important determinant 
in the development of language anxiety among L2 students. These characteristics 
as highlighted by the interviewed teachers focused mainly on the teacher’s 
disposition. For instance, PM emphasized that a friendly and a caring teacher can 
help reduce any anxiousness that students might be experiencing with respect to 
language learning. Further characteristics impinge on the helpful and fair nature of 
the teachers.   
PS notes: 
 “Teachers must provide undivided attentions to all students, ... willing to answer 
all their questions and give support and assistance whenever it is needed... 
must always reinforce students’ achievements- even if these achievements are 
incrementally meagre in nature”.   
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Therefore, teachers’ dispositions compounded with certain pedagogical practices 
and instructional activities were considered as a pivotal contributor towards the 
development of language anxiety among students. 
6.1.2.2. Teaching Approaches and Practices  
The interviewed teachers placed great emphasis on matters within teachers’ 
control as factors influencing the level of language anxiety among L2 learners in 
their classes. The teachers emphasised the importance of a stress- free classroom 
environment. In this regard, they mentioned that teachers play a central role in the 
creation of a supportive and encouraging environment. Teachers believed that 
particular pedagogical practices and activities could lead to language anxiety 
among L2 students, as the quotations below illustrate PJ emphasizes: 
 “Language anxiety becomes more pronounced during speaking classes when 
the student is asked to practice a dialogue in the presence of other classmates”.  
PN stated:  
“Regardless of the skill taught in the classroom, language anxiety might be 
triggered when a certain degree of evaluation and or judgment is involved by the 
teacher or the students for that matter.” 
 PS argues:  
“The student’s personality is related to the student learning style. In this sense if 
the student has an introvert personality characteristics then independent work is 
a highly desirable activity for this learner, however if asked to speak or interact 
in the classroom then the resulting outcome is a heightened level of anxiety 
which might be visible if it is physically manifested by the learner”.   
All the teachers emphasized that test taking and speaking activities appear to 
trigger heightened levels of anxiety among learners. PM also noted that verbal and 
written judgmental evaluations by the teacher place pressure on the learners. A 
judgmental attitude or harsh manner of error correction can unsettle learners. In 
this regard, PJ asserts:  
“The teachers must keep reminding students that making errors is a normal 
aspect of the learning process. In correcting students’ mistakes, the teacher 
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must at first highlight the students’ efforts by providing positive reinforcement or 
encouraging phrases…Examples of these phrases, good try, but this might 
sound clearer if…, it would be more correct to say or to write….”.  
All of the teachers affirmed that they try their best to create a learner –centred 
classroom by fostering an environment that caters for the humanistic aspect of the 
learner- an environment that is best described as low anxiety in nature. 
Nevertheless and as PS notes: 
 “Language anxiety is a complex psychological phenomenon that may not be     
always manifested physically and as such some learners bear the frustration and 
at times the negative consequences of language anxiety alone, undetected and 
unreached out by most teachers”.  
Teachers identified speaking in class as the most common cause of anxiety 
amongst L2 learners. Their view is supported by the findings derived from FLCAS:  
67% of students reported that speaking is of a great concern to them in L2 classes. 
Thus, both students and teachers believe that anxiety seems to originate from 
performance in front of their peers and the teacher, rather than the task itself. 
Samimy (1994) notes that a judgmental teaching attitude and a harsh manner of 
teaching (Aida, 1994) are linked to student apprehension in the classroom. Young 
(1999), states that using speaking activities that put the learner “on the spot” in 
front of peers without allowing prior preparation are also sources of anxiety for 
many students. The findings from the teachers’ interviews indicated that the 
teachers’ believe that their own error correction procedures are not harsh; on the 
contrary, the teachers believe they are tolerant and very receptive to students’ 
mistakes in the classrooms. However, there were contradictions between the 
teacher data and the student data. Some of the students interviewed expressed 
their concerns over their teacher’s approach in correcting students’ errors. 
Moreover, 62% of the students claimed that they worry about error correction as 
indicated in their response to a FLCAS item on this topic. The picture is further 
complicated by the observation data. In the lessons I observed, the teachers did 
appear to be careful and tactful in handling student mistakes. Under the 
circumstances, however, I could not rule out Hawthorne effect in shaping the 
outcome of the findings. Nevertheless, the students’ fear of negative evaluation 
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may not be attributable to the current L2 context, but rather a residue of their 
previous schooling experience. 
The next section will discuss the grouping procedures that the teachers employ in 
L2 classrooms.  
6.1.2.2.1. Classroom organisation – grouping procedures and group work   
Some of the basic elements for an effective classroom climate are grouping 
procedures and seating arrangements. The observations did not give a clear-cut 
settlement of whether grouping procedures used took into account students’ 
abilities and or particular affiliations with group members. The teachers, however, 
indicated that grouping procedures are carefully planned in their classrooms. One 
of interviewed teachers described her classroom as welcoming to students. She 
said she was very diligent in following a certain protocol in grouping students. She 
further emphasized that seating arrangements and grouping rules are changed on 
a regular basis.  
In her words:  
   “Grouping rules are based on maintaining a certain balance among group 
members. In order to keep this balance grouping is usually done based on 
comparable abilities among students. ... The seats are usually arranged in a 
semi-circle manner by which all students can see each other. This obviously 
gives the students an increased opportunity to get to know each and to interact 
with one another during the second language classroom.” 
PM also pointed to the need for careful selection of group members:  
“A profound discrepancy among group members might contribute to unhealthy 
competition and leads to the development of anxiety among some members of 
the group.”  
PM was indicating that the less able student might feel that he is not as smart as 
the rest and will eventually shun away from providing input, from the fear that he 
might look foolish in front of others. Hence, in this situation, the student(s) with 
higher abilities might end up doing all the work which in turn creates friction among 
members and disposes other members to feel less competent and doubtful of their 
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abilities. On the other hand, if group work is geared towards competitive activities, 
then the emergence of anxiety is inevitable. This scenario, which is frequently seen 
in many classrooms, generates a fertile ground for the development of language 
anxiety among some students or helps in intensifying an already pre-existing 
language anxiety feeling in their repertoires.   
The next section explores the possibility of course structure and the demands of 
the curriculum as sources of language anxiety among L2 learners.  
6.1.2.3. Course Structure and Demands of the Curriculum 
An accelerated course structure was identified by some teachers in this case study 
as a possible source of anxiety among learners. A non-flexible teacher who 
adheres religiously to the lesson plan at the expense of taking into account their 
students’ needs contributes greatly to the development of anxiety among their 
students. As PS indicated:  
“Teachers are still expected to follow their prescribed lesson plans … this, of 
course, causes problems to many students and increases their apprehension 
towards English language, especially if this done at an accelerated pace.”  
 In this regard, students might not be able to follow the pace of the classroom. This 
can lead to comprehension problems or inability of the students’ to follow the 
teachers’ directions.  
The observation did provide evidence that the teachers are teaching according to a 
preconceived plan and that there are a number of concepts that need to be tackled 
prior to an upcoming assessment. 
The next section gives the teachers’ account on the nature of student- student 
relationship in the L2 classroom. 
6.1.4. Peer Relationships 
Teachers believed that the nature of the students’ relationship in the classroom 
could be a source of anxiety. In this regard, PS stresses the importance of clearing 
out the air of any unseen undercurrents in the classroom. These under-the-surface 
elements take into account competiveness, status and peer relationship among 
members. According to Schmuck and Schmuck (2001), “the students of a class are 
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more than a collection of individuals, they form a social system”, in addition, 
informal relationships among and between students “the individual’s definition and 
evaluation of the self becomes more and more vulnerable to peer group influence” 
(pp.).The intricacies of the social system created by students may not be 
observable to the teacher because this structuring of a group takes place 
“underneath the surface” (Dornyei & Murphy, 2003:15). Within this absolute woven 
cluster, students create a social structure that defines status hierarchy, peer 
relationships and the system’s role and norm (Dornyei & Murphy, 2003). This 
social structure operates under the umbrella of the culture through which the 
learner is a member and which in turns shapes their identity as learners. Teachers 
in the present study argued that it is important to create a healthy group dynamic in 
the classroom- one that is based on connectedness and collaborations. PS 
outlined a number of solutions for creating a healthy group dynamics in the 
classroom. These elements included the following: (1) competitiveness is 
acceptable as long as it is being done in a collaborative nature; (2) cooperation 
among peers is an integral component that must be reinforced and; (3) the seating 
arrangements must be arranged in a way that foster collaboration and 
connectedness  and a sense of belonging among group members in the 
classroom. 
PJ, on the other hand, stated: 
 “While every teacher knows that class dynamics is an important factor in the 
success of lessons, many are still oblivious that these elements play a crucial 
catalyst in improving the social and emotional climate in L2 classrooms.”  
Thus, there is a dichotomy between what they believe and what they actually 
practice or do to foster an effective classroom climate. For some teachers, putting 
it into practice plays a marginal role in their classrooms and as such, many 
teachers may face a number of problems in handling various issues among 
students in the class, subsequently; this can have a negative toll on the teaching 
and learning process.  
The classroom observations and findings from the quantitative data provided 
further insights into the nature of the dynamics in L2 classrooms. In one of the 
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observed classrooms, the seating arrangement reflected the teacher’s awareness 
of the importance of the physical environment in the teaching-learning purpose. At 
the beginning of the lesson, the students were seated in a semi-circle. This 
arrangement gave the students a clear view of the smart board and the bulletin 
boards and facilitated group discussion. For paired work, students also changed 
their seating arrangements and were asked to sit in pairs facing each other. The 
paired students were also seated in a circular manner; this arrangement gave the 
teacher freedom of mobility around the classroom.  
Based on the observations in one of the classrooms( C1) (please refer to Appendix 
R2), student-student interaction in the classroom was deemed to be highly co-
operative, yet complex in nature (these findings will be discussed at length in 
Chapter 7 in light of the findings from the students’ focus interviews and the 
quantitative data). During paired work, the students were grouped in pairs of 
five/seven groups. In general, the interaction can be described on a continuum of 
helpful -caring attitude to frustration-impatient behaviours. An example of a helpful- 
caring attitude was evident when students were trying to give helpful prompts and 
cue words to help each other in answering the questions. Whilst, at the other end 
of the continuum were students who were impatient with their partners who were 
struggling to find the correct vocabulary word to express their ideas about the topic. 
The findings from the observations indicate that the interactions in the classrooms 
are the outcomes of a complex relationship between the students on one hand and 
the teachers on the other. In this respect, student-student relationship in the 
classroom is envisioned as an outcome of teachers’ efforts and expertise in 
fostering and encouraging a harmonious climate in the classrooms. 
In the next section, I discuss what teachers identify as the outward manifestations 
of this anxiety.   
 6.2. Manifestations of Language Anxiety 
The interviewed teachers indicated that language anxiety is covertly and or overtly 
manifested among learners. All of the participants indicated that non-observable 
manifestations of anxiety among students are sometimes very difficult to detect. 
Observable manifestations include psychological symptoms for example, fear, 
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nervousness, forgetfulness and lowered self-confidence. They pointed out that 
there are tell-tale signs that might be noticed by teachers such as blushing, 
quivering voice, trembling hands, shortness of breath, avoiding eye contact, and 
sweaty hands. They emphasized that they personally try their best to create an 
anxiety free atmosphere in the classroom by avoiding certain practices in the L2 
classroom. Despite all their efforts, they believe that there are students who 
escape their sensitive radar and experience anxiety, which exists unnoticed in the 
classroom. 
PM pointed that it is difficult to judge whether a withdrawn student who avoids 
classroom participation or gives short answers to the teacher’s questions in the 
classroom is suffering from language anxiety or perhaps instead  lack of 
motivation, boredom, or learning difficulties that require intervention.  
PM further elaborates: 
 “An anxious student may also display certain body movements indicative of 
generalized discomfort in a particular situation...scratching the face area or 
rubbing the hands together. Other signs may include preoccupations with items 
found on the desk; books, stationary items or technological devices.  
However, PN points out that:  
“A quite student in the classroom does not always mean that the student suffers 
from language anxiety ... this student might be an internal learner...it is quite 
difficult to tell whether the student suffers from anxiety or not”.  
PS  noted that there are other signs to look out for, such as recurrent absence, 
tardiness, and sitting at the back of the classroom. Individuals tend to display their 
emotion in many different ways, which in turn makes it even more difficult to detect 
language anxiety. Nevertheless, all the teachers interviewed noted that many 
cases of language anxiety in the classroom are difficult to detect based solely on 
overt behavioural manifestations, but with a receptive and a caring teacher, some 
of the tell-tale signs can be identified.  
In summary, the teachers’ responses are grouped under the following main 
categories: (1) overt and (2) covert manifestations. Examples of these 
manifestations are displayed in Appendix S. 
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Hence, briefly stated,  students who experience language anxiety may have 
considerable difficulty concentrating, become forgetful, sweat, have tremors and 
experience palpitations, skip class and refrain from studying, doing homework and 
projects (Wörde, 2003). Students’ different reactions to anxiety may impel teachers 
to assume that a student lacks motivation, or lacks the ability to acquire the 
simplest skills in second language. 
The findings from both the students’ FG interviews and the quantitative data shed 
further light on the teachers’ accounts of some of the indicators of language anxiety 
among L2 students. These manifestations are also echoed in some of the 
responses on FLCAS. For example, 53% of the students said they tremble when 
they know that they are going to be called on to speak in their language class and 
41% of the students feel their heart pounding.  
As the above discussion has shown, teachers and students agree that students 
may experience unpleasant psychological and physical responses to anxiety in the 
L2 classroom. Some learners adopt behavioural avoidance tactics to minimise 
stress, but students that are more conscientious will be more likely to persist with 
trying to understand and engage with the lesson.  
 In the next section, I discuss what teachers in my study identified as strategies for 
reducing anxiety in the L2 classroom.   
6.3. Strategies Believed to Reduce Anxiety among Students 
As already mentioned above, teachers may play a pivotal role in increasing or 
alleviating the anxiety level among L2 learners. The role that teachers adopt is 
greatly influenced by the teaching philosophy and the manner through which they 
manoeuvre the teaching learning process in their classrooms. The interviewed 
teachers said they teach with the intent of fostering a student- centred classroom, 
as mandated by the managerial and pedagogical mission of the college. However, 
these mandates do not usually guarantee the implementation of particular 
practices. Incidentally, teachers’ beliefs, expectations, and managerial pressure 
may shape the manner in which classes are conducted. With respect to this 
argument, the interviewed teachers cited many examples that attest their intent to 
create student-centred classrooms. All the teachers highlighted the importance of 
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student- centred learning environment in the classroom. This environment, they 
emphasize, helps to diminish if not negate the level of anxiety among L2 students. 
Based on the principles of the learner-centred philosophy in the classroom, all 
participants believe that working collaboratively plays a central role in creating a 
low anxiety classroom. The observation data gathered in this case study provided 
evidence of the push toward a learner-centred environment with many activities 
that encourage students to take responsibility over the learning process. 
Furthermore, the observed classrooms projected an environment that is friendly. 
The students were also given many opportunities and prompt to participate in 
classroom discussions. 
PM states that teachers must design learning experiences that link fundamental 
concepts and skills to students’ current understanding about the topic in order to 
scaffold further or deeper understandings. Students in this sense are involved in 
the decision making process. PM further states that this usually gives the student a 
sense of empowerment and increases their academic self-efficacy. PM concludes 
that with an increased level of self-efficacy, students’ anxiety level will decrease 
and their confidence in completing a given task increases. PS also stresses the 
importance of fostering a positive classroom climate in the classroom. He states 
that the majority of the students come from schools that adopt traditional methods 
which clash with the current student- centred approached adopted in L2 
classrooms. Most students were exposed to rigid teaching styles that focused 
mainly on rote learning and memorizations. In the same token, the students’ voice 
as decision makers in the teaching- learning process were barely heard, as 
indicated by all of the teachers. Addressing these factors may play a role in 
reducing the anxiety level among L2 students. All the participants provided 
examples of practices that they apply in their classroom to promote a favourable 
classroom climate that is conducive for learning. These practices are grouped 
under two major themes: (1) effective and supportive teacher-student relationship 
;( 2) classroom and instructional activities. 
Characteristics of effective teacher-student relationships included:  
 A friendly laissez faire attitude  i.e. Teacher-student relationship 
 A non-rigid approach to teaching – Pedagogy - flexibility 
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 Providing equal attention to all students especially those who are 
suspected of having language anxiety. – Teacher-student relationship 
 Supportive and empathetic attitude – Teacher – student relations 
The teacher participants in this current study appeared to adopt a positive non-rigid 
teaching approach in the classroom. Participants PM, PN, PJ stated that they often 
use humour in the form of jokes with their students. Moreover, they also try to build 
a friendly relationship with their students. Examples of this approach include social 
conversations that tap into many different topics related to the students’ life 
experiences. All of this is done to make the L2 classroom as less stressful as 
possible. Participants PJ said he always spends the first few lessons to get to know 
his students by asking them to draw illustrations portraying major life events, 
interests, and concerns and to write brief captions under each illustration. These 
pictures are usually stapled together and circulated in the classroom. This activity, 
stated PJ, helps students and teachers get to know each other better. 
 Two of the teachers indicated that they alert their students’ attention to essential 
study skill techniques to help them improve their language skills. These study skills 
techniques draw on effective time management and the importance of preparation 
before coming to class.  
PS notes:  
“The most important advice I give my students is for them to study on daily basis 
and to highlight any concepts that are confusing to them”.  
In the same line, PN states: 
“I always place great emphasis on study groups …students are advised to study 
together for a test…”    
As for additional help or assistance, all of the participants indicated that they are 
always available to provide support whenever it is needed. The student may seek 
their teacher’s help through many means such as emails, Blackboard Vista, mobile 
phones, or in person during office hours. They also indicated that they sometimes 
refer weak students to an on-campus learning centre, equipped with variant 
assistive technology devices, for additional help and support on a one on one 
basis. A qualified English language teacher who has ample qualifications and 
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expertise in dealing with L2 struggling students usually provides this sort of 
assistance.  
A summary of teachers’ cited instructional activities helpful in reducing anxiety 
among students is listed below. 
 Place greater emphasis on group or paired work  
 Use of music, games and humour 
 Direct error correction is minimized  
 Use authentic project based assessments based on the student’s 
proficiency level 
 Choose interesting and relevant topics 
 Use of technologically driven activities 
Examples of some of the teachers’ activities include the use of group works for 
projects and presentations. A procedure that one of the teachers believes reduces 
competition among group members and increase group cohesiveness and 
collaboration. These activities focus on cooperative and collaborative behaviours 
among all members in the classroom. All of the teachers also indicated that they 
inform students that making errors is a normal and acceptable episode in the 
learning process. Moreover, authentic and technologically driven activities are also 
used via Blackboard vista and Smart boards. The use of these activities in EFL 
classrooms provides a meaningful and engaging process for language learning, 
and students are more motivated to learn. It also helps in creating a non-
threatening learning environment and tends to help reduce learners’ language 
anxiety (Huang and Hwang 2013).  
In addition, they emphasize the importance of proper time management and 
keeping an electronic portfolio as functional learning strategies, which may help 
students, increase their English language proficiency. The teachers’ also claimed 
in the interview that their classrooms project an aura of emotional comfort, which 
help in reducing the anxiety level among students. PN, PJ, and PS reported that 
their classrooms enclose a stress free atmosphere whereby students are motivated 
to learn. PJ indicated that she uses music, games, and humour a great deal in the 
classroom. PN stated that the seating arrangement in the classroom is very 
important and as such, she always makes sure that the students’ seats face each 
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other in the classroom. PJ further elaborates the importance of motivating students 
to develop a positive attitude toward the English language. She emphasized the 
use of interesting and familiar topics, which she believes helps in reducing the 
students ‘anxiety level. Examples of which include the importance of watching 
movies, reading Graded readers and teaching them brief survival sentences that 
might help in diminishing their fear of the English language.  
All the teachers emphasized the importance of providing practical pedagogical 
practices in the classroom with the ultimate purpose of enhancing students’ 
motivation and understanding of the subject matter. Moreover, they all believe that 
teaching the subject matter represents a fraction of what the teacher undertakes in 
the classroom.  
PM stated:  
 “The teacher plays many interrelated roles in the classroom which include 
teaching, mentoring, and counselling.” 
The teachers’ interview provided a rich understanding of the complexity of the 
phenomenon under study. This understanding is greatly based on their teaching 
experience, beliefs and teaching philosophy. Nevertheless, regardless as to what 
they believe are the causes, manifestations, and strategies to deal with language 
anxiety among students; they all stressed the important role of the teacher in 
fostering a stress free environment for learning.  
 The observations gave further support to the teachers’ use of some of the 
aforementioned pedagogical activities in the classroom, which will be discussed 
next. 
 
Part 2- Classroom Observations 
 
 6.4 Classroom Observation- A Glimpse  
Classroom observations- although limited in number gave a glimpse on the nature 
of interaction in L2 classrooms. 
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The observed classrooms appeared to be supportive and student-centred; teacher 
and students worked together in a collaborative environment. Many opportunities 
were provided for student interaction, with instructions that focused on functional 
and meaningful task-based activities. In one of the observed classrooms, the 
students were requested to engage in a speaking activity. The activity required 
students to choose their favourite city from photos and magazine extracts that were 
displayed on the bulletin boards of the classroom. Students appeared very 
interested in the activity and were asked for their own opinions and thus felt 
involved and motivated to complete the activity in the classroom.  
The main objectives of this speaking/listening activity were to introduce new 
vocabulary words, and provide students with a relaxed environment to learn new 
information about countries. The theme of the lesson was likes vs. dislikes. This 
activity highlights the significance of verbal interaction and tasks, which encourage 
students to speak, listen, and develop their vocabulary in a co-operative, stress 
free environment. The teacher’s role was more of a facilitator or mentor in the 
learning process. In the opening phase of the lesson, she clearly stated the 
objectives of the lesson, set up the materials in an unobtrusive manner, and gave a 
brief direct instruction on what to expect during the activity. This lesson highlighted 
the teachers' ability in taking on different roles to facilitate the learning process. In 
this regard, the instructor prompts and questionings aimed to involve all students in 
the activity, for instance, she inquired about their opinions on the given topic. 
Examples of teacher’s questioning and prompts are: 
“Khalid, why is New York your favourite city?” 
“Another word for modern is cosmopolitan.” 
“Do you like modern Arts, is that why you like to visit the museum of modern Arts in 
New York?” 
The role of the teacher here highlights her ability to guide and facilitate the learning 
process. The teacher displayed a very subtle and non –rigid approach in correcting 
students’ errors, suggesting her sensitivity towards her students’ feelings. 
Examples of the phrases she used to correct students’ errors included: “Good try, 
but do not you think it is more correct to say….” In certain situations, she asked the 
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students to give alternative answers to the answers they had provided earlier. 
However, her attention in most situations was directed toward the more active 
learners in the classroom. In this regard, quiet students were overlooked even 
though I could sense at times their confusion clearly outlined through their facial 
expressions.  
The observation data illustrate that the teachers were using a variety of resources 
in their classrooms. Examples of these resources included textbooks, handouts, 
photos, flashcards, and question strips for paired/ group activities. The visual aids 
(photos, flashcards) were engagingly displayed on the smart board by the use of 
the Black Board Vista software. The manner through which the materials were 
used appeared to address a variety of different learning styles and students’ 
interests. 
Many of the strategies used by the teachers in helping their students cope with 
anxiety are similar to Young (1990: 1) suggestions of ways to help anxious 
learners. These include (1) for anxieties stemming from learner’s personality- 
giving  remedial instruction or joining a support group; (2) for anxieties stemming 
from classroom procedures- using more pair and group work; playing language 
games with an emphasis on problem-solving; and  role-playing with preparatory 
activities to encourage collaboration and class rapport.  
6.5. Summary 
The teachers’ interviews and the limited observation data gathered provided 
complementary perspectives to the students’ account on language anxiety. The 
main findings from the teachers’ interviews reveal a number of beliefs that the 
teachers embrace with respect to language anxiety. These beliefs are grouped 
under the following broad categories: (1) origin of language anxiety (2) 
manifestation of language anxiety; and (3) strategies to alleviate students’ 
apprehension. 
The findings from the teachers’ interviews and the observations were analysed in 
order to find commonalities or discrepancies between the findings. The teachers’ 
interviews gave an insight into some of the teachers’ beliefs and expectations of 
the teaching learning process with an emphasis on language anxiety. The major 
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findings from the interviews indicated that the teachers are aware of the 
occurrence of language anxiety among L2 learners. They further indicated a 
number of tell-tale signs that teachers must be attentive to in L2 classrooms. 
Examples of these indicators revolve around covert and overt signs of language 
anxiety. They also emphasized that some of these signs may pass unnoticed due 
to the complexity of the issue at hand. 
The teachers also indicated a number of possible causes for the development of 
language anxiety among L2 learners. These include teacher- related variables and 
students – related variables. Learner- related variables include beliefs, self-esteem 
and learner’ past experience in learning a second language. Conversely, teacher- 
related variables encompass teachers’ characteristics, teaching approach, course 
structure or the demand of the curriculum and peer relationship. 
In addition, the teachers also provided a number of strategies that may help in 
reducing the students’ nervousness in the classroom. The results from the 
observations gave a snap shot of the nature of classroom dynamics in each of the 
observed classes. However, the observation failed to give a definite and concise 
evidence of the causes and manifestations of language anxiety among the 
students. This could possibly be due to the complex nature of this psychological 
issue that cannot be easily scrutinized with a complete detachment from the agents 
involved- the students and teachers.  
6.5. Reflection 
The opportunity to interview the teachers and to observe L2 classes has given me 
a deeper and an eclectic perspective on language anxiety among L2 Foundation 
level students. Relying solely on students’ FG interviews and their responses to the 
quantitative tools may not have yielded a comprehensive picture of language 
anxiety. Obviously, teachers’ beliefs and expectations act as important facilitators 
in the teaching- learning process, hence, excluding them will give a rather partial 
understanding of language anxiety among L2 learners. Therefore, listening to the 
teachers’ voice and observing the manner through which they conduct their 
classes gives a more coherent grasp of the phenomenon from a different 
perspective.  
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In the next chapter, I will attempt to answer the primary research question of this 
case study: What are the similarities and dissonance between teachers and 
learners’ perceptions of the causes, manifestations, and ways of alleviating LA 
among L2 learners in one institution in the United Arab Emirates? I will discuss the 
findings presented in this chapter and those relating to the students in Chapter 5. 
In the process of trying to understand the complexity of language anxiety, two 
broad questions are used as basic prism in the discussion chapter: (1) where does 
language anxiety stem from. In addition (2) who holds the key for addressing 
language anxiety in the EFL context? 
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CHAPTER 7 DISCUSSION 
7.0. Introduction 
In this chapter, I will look at themes/issues that emerged from the analysis of my 
data. I address two key questions: (1) where does language anxiety stem from? 
Moreover (2) who holds the key for addressing language anxiety in the EFL 
context? In so doing, I will be addressing my key research question:   
What are teachers and learners’ perceptions of the causes, manifestations, and 
ways of alleviating LA among L2 learners in one institution in the United Arab 
Emirates? 
In Chapter 3, I discussed three different types of anxiety: trait anxiety, state 
anxiety, and situation-specific anxiety (Spielberger, 1983). While there is evidence 
that some individuals have an innate disposition to be anxious in a wide range of 
situations, many individuals may only experience anxiety in relation to a particular 
one-off stimulus; others may find that they are anxious only in certain situations – 
i.e. their anxiety is aroused by a specific type of setting/context. I was not able in 
my study to determine which individual students in my sample experienced ‘trait’ or 
‘state’ or ‘situation-specific’ anxiety – and that was not my aim.  What I wanted to 
understand was whether the L2 classroom is a setting for ‘situation-specific’ 
anxiety and, if so, what it is about the L2 classroom that engenders this negative 
emotion in students.  As has been discussed in Chapter 5, many of the students in 
my study in the higher education institution in the UAE reported feeling anxious in 
their current L2 classroom.  This anxiety manifested itself both in physical and 
behavioural ways.  However, it could be argued that such feelings of apprehension 
and anxiety might surface in any learning context. To what extent, therefore, was 
their anxiety specifically ‘language anxiety’, rather than an innate individual trait or 
disposition to being anxious?  It is important to address this question because, if 
language anxiety is a situation-specific anxiety, then strategies for alleviating it are 
likely to lie within the L2 classroom, rather than with the individual student.   
It was clear from the literature reviewed in Chapter 3 that there is a strong body of 
opinion, which believes that the anxiety experienced by learners in the L2 
classroom is strongly related to the characteristics and processes of second 
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language learning. Horwitz et al. (1986) argue that L2-related anxiety is a distinct 
type of anxiety expressed in response to the unique experience of learning and 
using a language other than one’s L1. Some explain this distinctive anxiety by 
focusing on the psycholinguistic dimension of learning: automatic in L1 but 
conscious-controlled in L2, causing some students difficulties in their oral 
performance and/or information processing. According to these theories, the 
processes involved in the production of speech- such as lexica-grammatical, 
morphological, phonetic encoding and articulation- and understanding speech- 
such as acoustic-phonetic analysis, phonological and grammatical decoding- are 
automatic in L1 but not readily so in L2, they demand conscious attention on the 
part of the speaker or listener (Kormos, 2006; Levelt, 1995, Tóth, 2010 ).  For the 
student, added to the complexities of getting to grips with the linguistic demands of 
L2 learning is the emphasis in the L2 classroom on tests of oral and written 
performance – these have been strongly identified in my study as associated with 
‘state anxiety’ and may feed into the overall situation-specific anxiety that some 
students have reported to experience.   
Others explain language anxiety focus on second language learning’s potentially 
transformatory effect on the learner’s identity. This conceptualisation of FLA is 
consistent with theories emphasising the essential difference between learning a 
second language and learning other skills on the principle that “language and 
self/identity are so closely bound, if indeed they are not one and the same thing, 
that a perceived attack on one is an attack on the other” (Cohen & Norst, 1989, 
p.76). Due to the strong link between self-expression through language and one’s 
self-image, Guiora and Acton (1979)  argue for the existence of a different self in 
the foreign language, named   “language ego”, which is based on the psychological 
experience shared by many language learners that “one feels like a different 
person when speaking a second language and often indeed acts very differently as 
well, to have permeable ego boundaries entails having a well-defined, secured, 
integrated ego or sense of self in the first place” (Guiora & Acton, 1979:199).  
Guiora (1972) states that acquiring a second language “demands that the 
individual, to a certain extent, incorporate a new identity” (p.145). This mechanism 
is certainly not stress free for many learners. In this sense, the language ego 
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attempts to guard the ego of the learner by holding on to the safe shield of the 
native language. Consequently, making mistakes can be perceived as a threat to 
one's ego. With the fear of making mistakes, the language learner may resist to 
speak in the classroom. Related to this is an idea expressed by Rardin (in Young, 
1992), who suggests that language learning may produce existential anxiety in 
students, in that they may believe “If I learn another language, I will somehow lose 
myself; I, as I know myself to be, will cease to exist”. That is, learning a foreign 
language “touches the core of one’s self-identity, one’s self-image” (Young, 1992, 
p.168).    
The nature and extent of language anxiety has been explored in many studies, 
using the Foreign Language Classroom Anxiety Scale (FLCAS). The three model 
component of Horwitz (1986), Aida (1994 ) or Zhao Na’s (2007) four component 
model (my emphasis), to identify anxious students and to pinpoint certain 
classroom- bound factors that are responsible for its emergence.  These studies 
along with the present study provided strong evidence that language anxiety is a 
distinct phenomenon and that language anxiety is ‘a unique combination of 
different performance anxieties arising in the process of L2 learning and 
communication’ (Tóth, 2008:70). The FLCAS asserts that if the learner engages in 
a language-learning task, he will naturally generate self-perceptions, beliefs, 
feelings, and behaviours that may influence anxiety specific to the second 
language-learning context. However, not every learner experiences anxiety in the 
same manner as the FLCAS conception of anxiety. Whilst one learner may 
perceive certain pedagogical activities in the classroom as anxiety inducing, others 
might find these tasks or activities as motivators to study harder, to improve their 
performance in the classroom. This would suggest that while language anxiety 
indeed is justified as being identified as a situation-specific anxiety, the individual 
‘traits’ of students may also be influential in determining whether and to what level 
students experience it. This has implications for teachers and their pedagogical 
practices, as discussed in later sections of this chapter. First, however, I reflect on 
what the teachers and students’ in my own study believed to be the causes of 
these students’ language anxiety.  In the next section, I address the following 
research questions:  
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What are L2 teachers and students’ perceptions of the extent to which students’ 
attitudes and beliefs about learning English contribute to L2 students’ feelings of 
anxiety? 
What are L2 teachers and students’ perceptions of the extent to which the L2 
classroom environment contributes to L2 students’ feelings of anxiety? 
7.1. The Origins of Language Anxiety – teachers’ and students’ perceptions 
 
In Chapters 5 and 6, the discussion of the analysis of the student and teacher data 
sets provided strong evidence that the causes of language anxiety are multiple and 
complex and that language anxiety is a product of the interplay between learner-
related and situation-specific factors.  What has been particularly interesting in my 
own study is the way that there is not always consensus amongst teachers and 
students as to the causes of language anxiety.  
 The findings from both the qualitative and the quantitative data of the students’ 
participants revealed that there are a number of learner- related potential causes of 
language anxiety, which seems to have a negative effect on the students’ 
performance in the classroom. Chief among these sources include the following; 
(a) low self-confidence (trait anxiety); (b) previous experience in learning a 
language (situation specific/state anxiety); and (b) faulty beliefs and expectations 
(situation specific/state anxiety). Ohata (2005:138) stated that unrealistic beliefs 
could lead to greater anxiety among learners especially when these beliefs clash 
with reality. Moreover, the students responses give further support to Palacios 
(1998) investigation which suggests  that there are a number of activities that 
increases students’ apprehension such as  speaking, feelings of being put on the 
spot, the pace of the class, and the element of being evaluated (i.e., fear of 
negative evaluation). Young (1999) suggests that anxiety arousal may be 
associated with self-related thoughts of failure and negative self-perception. 
Therefore, it is not surprising that learners consider speaking in front of other 
people one of the most common sources of anxiety, especially if proficiency in the 
second language is perceived as limited (Young, 1999). Research into ‘language 
anxiety’ indicates that particular beliefs about language learning contribute to the 
student’s tension and frustration in the class (Horwitz et al., 1986: 127). The results 
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from the present case study parallel Horwitz (1988: cited in Ohata, 2005: 138) 
findings on students’ erroneous’ and unrealistic conception about language 
learning.  
Students’ beliefs and perception of the English language process may trigger 
frustration or anger towards students’ own poor performance in a second/foreign 
language. Young (1991: 428) suggests that these ‘erroneous’ beliefs about 
language learning can lead to language anxiety in students. In his review of 
literature on language anxiety, Ohata (2005: 138) noted that unrealistic beliefs 
could contribute to anxiety and frustration, particularly when the beliefs and reality 
clash. He explains that if the learners start learning a second language with the 
belief that pronunciation is the most important aspect of language learning, they 
will obviously feel frustrated to find that their pronunciation is still very weak even 
after learning and practicing for a long time. The origin of these beliefs can be 
attributed to many interrelated factors such as learners’ and or situational 
variables. Here, the role of the teacher cannot be overlooked. Teachers’ (both past 
and present) attitude, teaching style, and the approaches they use to orchestrate 
the manner through which the class is conducted may have a great influence on 
how students perceive the learning process and in turn shape the beliefs that they 
hold with respect to learning a second language. Therefore, trying to pinpoint a 
single variable is naturally impossible to isolate because of the complexity of the 
phenomenon under study.  
My interviews with the teachers indicated that they believe that the problem of 
language anxiety is partly located within the learner. In this sense, they highlighted 
factors that are related to learners’ variables such as ability, age, attitude, beliefs, 
culture, gender, learning styles, self-concept, motivation level, and their prior 
learning experience (Campbell, 1999; Ehrman and Oxford, 1995; Gardner, Day & 
McIntyre, 1992; Gregersen & Horwitz 2002; Oxford, 1999).  On the other hand, the 
students perceived the problem as predominately located within the practices of 
the L2 classrooms. In this respect, the teachers teaching style and certain 
pedagogical practices past and present were identified as contributing to their 
anxiety. 
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The students’ interview data provided strong evidence that prior learning 
experiences can shape students’ attitudes towards learning an additional 
language. The majority of the students interviewed stated that, in general, their 
current language classroom environment is very welcoming and relaxing and that 
the teachers try their best to make the students feel at ease. Previous school 
experiences had, for some, have been less positive. Two key issues were 
identified. First, the education system in the Emirates does not place great 
emphasis on student participation and therefore being required to interact with the 
teacher and with peers was an unfamiliar experience. Second, their teachers in the 
past might had responded in a harsh manner to their errors. This might have led to 
some students’ reluctant participation in their current L2 classroom. 
 Using the teachers’ lens to discuss the roots of anxiety among language learner 
revealed that the teachers are aware that language anxiety hampers students’ 
performance in the L2 classroom but they tend to place the blame in this respect 
on the student-related factors as well as on factors related to the L2 classroom.  
Teachers in this study included in ‘student-related factors’ the following: (1) 
students self-confidence and self-esteem; (2) lack of effective study skills; and (3) 
beliefs, while classroom related factors encompassed teachers’ personal 
characteristics, their pedagogical practices and curriculum content and demands.  
These are discussed in more detail below. 
7.1.1. Learner-related factors 
7.1.1.1. Students’ Self-confidence and self-esteem 
Self–confidence involves judgments and evaluations about one’s worth, based on 
feelings of efficacy, a sense of interacting effectively in one’s environment. Self-
confidence can be negatively skewed when the language learner thinks of one-self 
as deficient in the target language. Horwitz et al. (1986) stated that language 
learning might influence an individual’s level of self-esteem because it demands a 
new mode of communication that individuals are unaccustomed to. However, 
learners who have high levels of self-esteem are less likely to be anxious than are 
those with low self-esteem (Horwitz et al., 1986: 129). Applied to language 
learners, it follows that students who have low self-esteem are more likely to 
become more anxious in the classroom. These students may spend many hours 
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preparing for their classes, yet the outcome may not meet the teacher’s and 
student’s own expectations.  
7.1.1.2. Beliefs about Second Language learning 
One of the influences shaping a student’s self-confidence and self-esteem is the 
set of beliefs that the student holds with respect to learning a second language. 
Horwitz et al. (1986) argue that certain beliefs about the function of language may 
contribute to feelings of anxiety in the classroom (p.127).  The evidence from the 
BALLI inventory in this study indicates that the students who participated place 
great importance on accuracy; the value to speak with excellent native like accent; 
hold the view that two years are adequate in order to gain fluency in the target 
language; and believe that second language learning is a special gift not 
possessed by all. The teachers in this study were aware their students held these 
beliefs and believed that these beliefs potentially hampered the students’ 
performance in the classroom and limited their willingness to participate in lessons. 
The teachers perceived these beliefs to be a by-product of both present and past 
learning experiences, i.e. their origin is not confined to the context of the current L2 
classroom. It is important to note that teachers in this study tended to talk about 
students as an homogenous group who share a number of beliefs and other 
personal characteristics that were perceived as hindering the learning process. 
While it is true that some learners may become apprehensive in situations that 
focus on performance such as speaking; others may become motivated to excel in 
their language classes thus paving the way for facilitating anxiety. Facilitating 
anxiety is said to “motivate the learner to ‘fight’ the new learning task; it gears the 
learner emotionally for approach behaviour” (Scovel, 1978: 139). Therefore, L2 
learning, understood in this context, need not essentially hinder language learning; 
on the contrary, it can encourage the learner to perform even more effectively.   
The discussion so far has centred on student-related variables as the locus of  
language anxiety in L2 classrooms, the next section will discuss situational related 
factors, and will discuss teachers’ and students’  views on pedagogical practices, 
curriculum content and demands. It will address the following research sub-
question: 
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What are L2 teachers and students’ perceptions of the extent to which the L2 
classroom environment contributes to L2 students’ feelings of anxiety? 
7.1.2. Classroom-related Factors: teachers and pedagogical practices 
As my data has shown, students come to class with a baggage of acquired 
expectations and beliefs about the learning process that are usually a by-product of 
past learning experiences. The findings from the interviews indicate that these 
learners felt anxious and apprehensive in L2 classes during their earlier school 
years and suggests the possibility that they had essentially established a 
preconceived notion of the anxiety they would experience in their current L2 
classroom. This reflects the findings of other studies, which have found strong links 
between past negative or unpleasant experiences of language acquisition to 
current English language-related anxiety (MacIntyre and Gardner, 1989, 1991). 
This appears to be highly probable because the language learning histories of 
these students – who for the most part attended governmental traditionally oriented 
schools, did reveal that they had encountered many difficulties and negative past 
experiences with learning a second language. In the students’ opinion, the core of 
these difficulties rested on the teachers’ rigid and unsupportive approach in the 
classroom and the recurrent lack of success in learning the second language that 
they had continuously faced throughout their school years. The students also 
reported that particular teaching practices are associated with generating anxiety. 
Palacios (1998) compiled a list of practices that are associated with students’ 
anxiety. These include; the absence of teacher’s support, indifferent personalities, 
lack of time for personal attention, preferential treatment, a sense that the class 
lack the necessary tools to match up with the teacher’s expectations, and a sense 
of being judged by the teacher or acting to impress the teacher. Others have also 
identified the teachers’ beliefs and behaviour as important, but have identified other 
factors, too such as course level, course organization, pedagogical activities, and 
social interaction among learners (Jackson, 2002; Oxford 1999; Saminy 1989; 
Spielman and Radonfsky 2001; Young, 1991).  Each of these elements may pose 
a number of challenges for the language learner. Drawing on the data from my own 
study, I discuss below the particular factors, which seemed pertinent in the context 
of the institution where I undertook my study: teacher characteristics and 
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relationship with students, the demands of speaking in the L2 classroom; the clarity 
of the teachers’ delivery; testing, and the apparent lack of differentiation by task.  
 
7.1.2.1. Teacher Characteristics and Relationship with Students 
 
Teachers come to class armed with both theoretical and pedagogical knowledge 
necessary for conducting their classes in an effective manner. However, this 
endeavour is not an easy venture to accomplish especially when their beliefs and 
teaching philosophies are constrained by the reality and expectations of the 
organization they are working for. The beliefs that teachers hold are intimately tied 
to the teachers’ sense of self-both their personal identities and teaching identities 
and as such are at times difficult to change. In the face of a reality that challenges 
their beliefs, such as policy enticement to implement a certain teaching approach, 
to modify/include new populations of students, or to innovate with new 
technologies, teachers tend to feel threatened (Fecho, 2001; Gregoire, 2003). This 
challenge incorporates a fundamental challenge to teachers, thus the paradox 
becomes evident in the manner through which they conduct their classes and the 
mechanism through which they seem to accept or refute certain approaches in the 
teaching and learning process.  
Favouritism emerged as an undesirable practice in the classrooms described by 
some of the students in my study. The findings revealed that teachers interact 
more with some students than others do, and this was also evident from the 
observations (please refer to section 5.3.7). This inclination by some of the 
teachers might indicate that they are at times prone to select high achievers as a 
safety measure over not choosing students with limited linguistic resources. 
Finding a justification for teachers’ behaviours might indicate that they are overly 
sensitive to students’ feelings and as such, they resort to this mechanism in an 
effort to diminish the feeling of embarrassments that might arise if the students fail 
to provide the correct answer. However, this behaviour may have a negative effect 
on some students’ self-esteem and may reaffirm preconceived beliefs of self-
worthlessness and inadequacy in language proficiency, especially, when this 
biased attention is directed towards “bright” outspoken students in the classroom.  
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7.1.2.2. The Demands of Speaking in the L2 Classroom 
The students in the present study cited many examples of how being asked to 
speak in class induces panic or how they refrain from participating in the 
classroom. Certainly, this form of performance is highly necessary for L2 learning. 
 Fifty-four percent of the students completing the FLCAS indicated they panic 
if they are asked to speak, without preparation, in the class. 
 Sixty-seven percent of the students report that they become nervous and 
confused when they are required to speak in the language class. 
Students’ responses to this component parallel their comments in the interviews. 
Many of the students indicated that they hardly speak in class, do not like to like to 
participate in classroom discussion and feel very worried if they have to prepare for 
a presentation. 
Related to communication apprehension is the students’ fear of being negatively 
evaluated in the classroom. Here again the role of the learner’s ego and the value 
placed on performance in L2 is used to explain their fears. In this respect, anxious 
students may fear being less competent than other students or being negatively 
evaluated by their peers (Aida, 1994; Horwitz, 2009). As such, the students may 
limit their participation in the classroom like volunteering answers or expressing 
their opinions (Ely, 1986). The results from the FLCAS showed that 41% students 
perceive their abilities as less competent than others. Further to these findings, 
52% of the students worry about being called on to answer questions in the 
classrooms. However, these results also indicated that more than half of the 
students’ samples do not perceive themselves as less competent than others. 
Further to these findings, around half of the students do not worry about being 
called on to answer questions in the classrooms. For the anxious students, a 
plausible explanation to these findings (see 5.2.2) suggest the students are highly 
concerned with the possibility of looking foolish and ‘‘losing face’ ’ in front of their 
teacher and peers- if they were unable to give the correct responses, thus 
presenting a threat to the learners’ ego. This preoccupation can be related to their 
cultural up bringing as well as to their self-perception in relation to others. Findings 
from the focus interviews highlight the possibility of student’s fear of ‘losing face’  
when one of the students mentioned that he becomes angry when other students 
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make fun of him. These findings were further conferred with students’ comments 
from the interviews. The example cited below gives a clear indication of the 
interplay between the learner’s ego, the social construct of the classroom and the 
demands of the task itself. 
7.1.2.3. Clarity of Delivery 
The findings revealed that the students attribute another cause of apprehension in 
L2 classrooms to the fast speech rate and/or English accent of some of the 
teachers. Therefore, the students feel that at certain times they cannot clearly 
comprehend a given lesson especially when teachers speak in a fast rate and a 
thick accent that makes them unable to understand what is being taught in the 
classroom. The findings from my study are similar to those of Aida (1994) and 
McIntyre & Gardner (1999) who found that an inability to comprehend the teacher 
in the classroom poses a serious problem for many learners.  
Further to this finding is the preference placed by some of the students on the 
issue of native vs. non-native speakers because the latter are easier to 
understand. 
A related concern relates to listening comprehension exercises in L2 classrooms. 
This listening comprehension is also highly anxiety provoking “if the discourse is 
incomprehensible” Krashen (in Young 1992: 168). According to Scarcella and 
Oxford (1992), listening anxiety arises when the learners feel the lesson is 
unfamiliar or too difficult to grasp. Joiner (1986) asserts the anxiety arising during 
the listening process emerges from low self-esteem in the area of listening. Vogely 
(1998) has identified additional sources of anxiety related to listening and 
comprehension, which are (1) the nature of the speaker’s voice (clarity, 
enunciation, speed and pronunciation, (2) inappropriate strategy use, (3) level of 
difficulty of listening comprehension passage, and (4) fear of failure. Although 
these difficulties can surface in any subject area, not just the L2 class, yet the 
students’ concern with accent and fast speech rate of the teachers give a clear 
indication that the anxiety that some of the anxious students experience is related 
to the specific context of L2. Specifically a lack of clarity of delivery, which can lead 
to apprehension among some of the students. My findings in this respect are 
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similar to Wörde (1998) who stated that students develop anxiety when they could 
not understand native teachers because they tend to speak in a fast speech rate. 
7.1.2.4. Testing and Assessment 
 
 MacIntyre & Gardner (1989, p. 268) argue, “Test anxiety is a general problem and 
not one that is specific to the language classroom”.  Researchers describe test 
anxiety as “stemming from a fear of failure” (Horwitz et al., 1986, p. 127), and 
argue that perfection is rigoursly aimed for in the classroom, however when 
unsuccessful, learners experience failure then this triggers the emergence of 
anxiety. As is quite acknowledged, many L2 classrooms usually utilize frequent 
tests; the learner, under these circumstances, must demonstrate his knowledge, 
and be evaluated accordingly. Making mistakes is a natural occurrence for learners 
in any context yet anxiety among L2 learners may increase due to the frequency of 
testing. In such situations, the student’s attention is directed inward in an attempt to 
curb their fears while at the same times trying to remain attuned to the demands of 
the task (Tobia, 1986; Aida, 1994; Krashen, 1986).   Fifty-four percent of the 
students in my study said they worry about the consequences of failing. These 
results are relatively similar to the findings obtained by other researchers, for 
example 42 % Horwitz et al. (2009) and 57% Aida (1994). Moreover, 52% do not 
feel at ease during test taking situations. One student summed up what others had 
said:  
Participant S1B stated:  
“I feel very nervous when I have a speaking test; I feel overwhelmed and attempt to 
memorize the given dialogues, and sentences word by word… but during the test I 
find myself stuck because I cannot remember some of the words and phrases 
hence my sentence sound gibberish and make no sense”.  
7.1.2.5 One size fits all – a lack of differentiation  
 
Although not mentioned explicitly by either the teachers or the students in my 
study, analysis of the students FG provided evidence of a lack of differentiation as 
a characteristic of the pedagogical approaches in the L2 classrooms studied.   
Many of the students in the current study cited their lack of learning comprehension 
strategies as a source of anxiety. In their own words, they struggled with the 
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context in which they were listening or they felt they did not understand key words. 
In this respect, there is a need for teachers to assess students’ prior knowledge to 
address any gaps and to consolidate students understanding. Thus, the difficulties 
that the students were experiencing in the L2 classroom could most probably 
related to ineffective use of differentiation according to ability in the classroom.  
An additional evidence of lack of adequate differentiation in the classroom can be 
related to the momentum of the lesson. In this vein, both students and teachers 
attribute the occurrence of language anxiety to an accelerated lesson. Forty-six 
percent of students responding to FLCAS signalled that fast-paced lessons cause 
them anxiety. The teachers in the present study are quite aware that some 
students in an accelerated learning atmosphere might not be able to follow the 
pace of the lesson. This can lead to comprehension problems or inability of some 
students’ to follow the teachers’ directions. In the same regard, students blame the 
fast pace of the lesson for an increased level of anxiety. This becomes evident 
when they could not keep up with discussions in the classrooms. The implicit 
dissonance between teachers’ perceptions and actual practice in the classroom 
becomes evident. Since the students are blaming a fast-paced lesson for their 
apprehension, then it follows that the teachers - who say they are operating under 
the umbrella of a student- centred approach - are in fact constrained by the 
demand and the requirements of keeping up with a curriculum that must be met 
within a certain time-frame. The teachers in this sense seemed to be powerless to 
resist a “one size fit” all dogma. The problem as I perceive it and which is 
supported by the data is entrenched within the following concerns: (1) the range in 
the students’ linguistic abilities within one class; (2) the intensity of materials that 
need to be covered and (3) the great emphasis placed on assessments and 
benchmarking. These constraints are set to place a great pressure on the teachers 
who ideologically might wish to embrace differentiation but are unable to 
incorporate it into their practice due to the demands of the curriculum and 
assessment systems.    
Thus far, the discussion has focused mainly on the students and teachers’ 
perceptions of the causes of anxiety in language classroom, whereby the students 
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seem to identify factors related to the L2 classroom such as pedagogical practices 
and teachers’ characteristics. 
In this section, the teachers and students’ perceptions of the origins of student 
language anxiety have been discussed. Drawing on the evidence of my study, I 
argue strongly that language anxiety amongst the L2 learners in the institution in 
which I undertook my case study in the UAE can be conceptualized as a complex 
interplay between teacher-related and student-related factors within the context of 
institutional/external factors. I have depicted this conceptualisation in Figure 6 
below.   
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 6  The Complex Nature of Language Anxiety 
 
As signalled earlier and evidenced above, a particular feature of my findings has 
been the emergence of a dissonance between teachers and students’ perceptions 
of the language anxiety with members of each group largely ‘blaming’ the other. In 
the next section, I discuss further the factors shaping students’ and teachers 
beliefs about L2 language anxiety. 
7.1.3 The Shaping of Students’ and Teachers’ Beliefs and Identities 
 
In this thesis, I touch on learner identity in relation to language learning and 
anxiety. It was not something that I had foreseen when I started the study and it 
was not something, which I specifically researched, with my own data collection 
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tools. It emerged as an area of interest following my analysis of my data, but I did 
not have the space to engage with it in any detail in this thesis. It would be 
interesting; therefore, to explore further Guiora and Acton (1979)’s notion of a 
‘language ego’ and the extent to which a language learner may feel like a different 
person when speaking a second language. It could be fruitful for other researchers 
to take this as a focus for future study.  Students are motivated to learn a second 
language in order to gain entry and acceptance in this global era of a knowledge 
society. Therefore, they strive to gain an acceptable level of proficiency and these 
demands an adjustment and negotiation of their identity. In this respect, if the 
learner believes that accent is important and that native speakers are the ideal 
speakers, the student may strive to speak with an accent, thereby trying to imitate 
native speakers in the process. Similarly, if a student believes that the language 
must be spoken free from grammatical errors then he or she will only participate in 
classroom discussions when the language structure is free from errors. 
Furthermore, situations that trigger anxiety in the classroom have the potential to 
change the students’ perception of second language learning. In instances 
whereby the student might have thought that two years are sufficient to gain 
proficiency in language learning and this perception was not materialized due to 
many linguistic constrains then this might ultimately lead to shaken the students’ 
self-concept and might in turn lead to feelings of self-doubt and inadequacy. In this 
respect, a student consequently adopts a personal notion of the second language 
through which language learning is conceptualized.  
Nevertheless, L2 students are not all or indeed always anxious and what appears 
to trigger anxiety at one point in time might cease to do so at another and vice 
versa. Thus, as the student adopts various identities at different times in his or her 
life, the situation (the contexts and teachers) which may trigger anxiety or the 
beliefs concerning the target language may differ and change accordingly. In 
highlighting the importance of the beliefs that students hold we need to keep in 
mind that their (beliefs) are context dependent, are the product of past and present 
experiences and transactions and are both static and fluid. Therefore, just like fluid 
identity and the beliefs that are embedded in students’ personality; language 
anxiety can be considered fluid as well, waxing and waning at various times. 
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Teachers, as discussed above, perceive language anxiety as having its roots in 
learner-related factors as well as classroom related practices. Teachers’ beliefs are 
shaped by an accumulation of past experience in learning a language, teacher 
education and their own experiences in the classroom. Teachers’ beliefs are 
considered complex entities of personal (Flores & Day 2006; Pajares 1992); social 
and cultural factors (Borg, 2003); are context driven (Borg, 2003; Freeman, 2002; 
Hall 2005), theoretical and practical (Schulman, 1987); and are both dynamic and, 
at times, resistant (Ainscough 1997; Hall, 2005). A discussion about the origins of 
teachers’ beliefs in relation to language anxiety is beyond the scope of this study 
and would benefit from further research. What is clear from this study, however, is 
that a mismatch exists and such discordances between teacher and learner 
perspectives has been empirically found to have a negative impact on students’ 
learning and teaching context (e.g. Nunan, 1995; Entwistle, 2003). For instance, 
Peacock (1998, 2001) found that the discrepancies between teacher and learner 
beliefs had a negative impact on the students’ self-confidence and satisfaction; and 
led to unwillingness to participate in classroom discussions; and consequently 
resulted in negative learning outcomes.  In my own study, the dissonance between 
teachers and students’ beliefs about the causes of language anxiety also had 
repercussions, as will be seen in the next section, for what each group considered 
could and should be done to alleviate this anxiety. 
7.2. Alleviating Language Anxiety – teachers’ and students’ voices 
 
In this section, I address the following research question: 
 
“What strategies do L2 teachers and students believe would be effective in 
reducing levels of anxiety in the L2 classroom”? 
 
The findings from this case study shed light on some of the strategies that students 
use to cope with anxiety as it relates to a second language. In analysing the 
findings, I could not help but question whether the reported coping strategies are 
camouflaged as manifestations of language anxiety. These manifestations were 
depicted as entailing both facilitative and debilitating coping elements. Facilitative 
anxiety as related to language learning includes studying harder, seeking the help 
of their colleagues and the use of positive thinking; whilst in it debilitating form, the 
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students were motivated to flee the anxiety provoking situation through detachment 
or avoidance behaviours (my emphasis). Incidentally, many students resort to the 
following detachment behaviours from the learning process: skipping classes, not 
studying or succumbing to their anxious feelings, which are usually manifested in 
the adoption of resignation or indifference. Although limited empirical research has 
been undertaken that deals specifically with strategies that students use to deal 
with their language anxiety, widespread research has been done to help students 
cope with their anxiety in academic setting. In general, the alleviation of such 
anxiety has focused primarily on cognitive, affective and behavioural approaches 
(Hembree, 1988:67). A cognitive approach is based on the assumption that self-
defeating thoughts that occur in the classroom are the primary sources of anxiety. 
Interventions that focus on cognitive approaches include rational-emotive therapy 
and cognitive restructuring. The affective approach centres on reducing the 
association between emotional arousals or physiological responses and the 
context. Remedies from this perspective include systematic desensitization, 
relaxation training, and biofeedback training. The behavioural approach postulates 
that anxiety occurs because of poor or inadequate academic skills. Consequently, 
training students in effective study skills is presumed to alleviate the feelings of 
apprehension and anxiety in L2 classrooms (Kondo & Ying-Ling, 2004:259).   
However, this approach alone would appear to place the ‘blame’ for language 
anxiety firmly on the learner’s personality and characteristics.  Young (1990: 1), in 
offering some solutions to language anxiety, has clearly taken a more holistic view 
of the causes of language anxiety, indicating that the teacher also has a role to 
play. While Young still lays some emphasis on the anxious learner, suggesting that 
they use an anxiety graph and/or ask for remedial instruction or join a support 
group, she also includes in her list items which are clearly aimed at teachers: using 
more pair and group work; playing language games with an emphasis on problem-
solving; and role-playing with preparatory activities to instil class rapport (Young, 
1990). She also stresses that students feel more at ease when the teachers’ 
manner of error correction is non-judgemental and when they are friendly, patient, 
adopt a good sense of humour, and are not rigid in their approach.  
Others, too, stress the key role that teachers can play in fostering a non-
threatening environment for students to create a positive climate for learning (Yi, 
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2007). This is achieved by providing students many opportunities to communicate 
in L2 classrooms. Yi (2007) argues that effective classroom management is the 
key for effective teaching and learning to take place. Yi proposes strategies to 
create an effective EFL classroom. These include: (1) motivating the students to 
communicate with their classmates as well as their teacher in the target language; 
and (2) striving to create diverse classroom activities, which could potentially help 
in increasing students’ motivation to communicate.  
The students in my own study put forward a number of suggestions for reducing 
feelings of anxiety in the classroom. For example, they indicated that being 
informed beforehand about the next lesson objectives would certainly help in 
reducing their fear of the English language classroom. This will help to eradicate 
the element of surprise from the teaching learning process. Moreover, being 
informed will help them to prepare for the class. Additional practices cited by the 
students include minimizations of competition, giving fewer tests or quizzes, and 
the use of on-line interactive activities.  
Interestingly, the teachers in my study reported that they are quite aware of the 
pedagogical practices that may alleviate or avoid anxiety in L2 classrooms. The 
practices they described echoed many of the students’ accounts of making the 
classroom less stressful (please refer to chapters 5 and 6). Although there were 
clear indications that the teachers’ accounts and perceptions were congruent with 
the students’ beliefs and aspirations of making the classroom less stressful, yet a 
main theme emerged that could provide a key to understanding the dilemma of the  
language anxiety being exhibited in the institution I studied even further. During the 
course of my data collection and analysis, I found evidence of a dichotomy 
between what teachers say about how they teach and what they actually practice 
in the classroom. Despite what they had said, students’ claims compounded with 
what I observed highlighted incidences of teachers generating a competitive 
atmosphere in the classroom, exhibiting favouritism towards some students; and 
not explaining sufficiently what students should expect in the lesson.  Needless to 
mention, it is not possible to draw clear-cut conclusion based on the limited number 
of observations undertaken in this study however, the observations did shed a light 
on a mismatch between what they have claimed on the one hand and what I have 
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observed and heard from students’ accounts.  It was beyond the scope of this 
study to find out why there was such a dissonance between pedagogical intent and 
pedagogical practice; it may be due to cultural pressures – the male teachers 
wishing, in the interview, to impress me, the female researcher, with what they 
perceived to be the ‘right’ answers to my questions; and/or perhaps the constraints 
and demands placed on them by the curriculum and their institution.  However, this 
dissonance between their ‘beliefs’ and their practice does need to be addressed. 
In this chapter, I have so far tried to provide a comprehensive understanding on the 
complex nature of language anxiety. The present case study highlights the intricate 
nature of language learning; and has shed light on some of the broad themes that 
uncovers some of the students and teachers views on language learning. These 
themes are embedded in both students and situational variables. Students related 
themes points out to some of the beliefs that they hold with respect to language 
learning. Prominent among these beliefs is the emphasis placed on the following: 
(1) the importance of accent; (2) language should be spoken only when it free of 
errors and (3) the extent of support that teacher provides. Situational factors 
focused on the demands of the course and teachers practices -both past and 
present. Within this understanding, there exists a complex reality that attributes the 
emergence of language anxiety to interrelated factors that are perceived differently 
by both the students and the teachers. In this status quo, the teachers seem to 
attribute the emergence of anxiety among the students to factors embedded within 
the learners’ repertoire, while the students on the other hand attribute the roots of 
their fears and apprehensions predominately to situational elements that take into 
account teacher practices and the demands of the curriculum. 
It is very clear from my own students’ data that students believe that their teacher 
can play a fundamental role in fostering a non-threatening environment for 
students. This can be achieved by boosting the self- esteem of students through 
giving them many opportunities for success, reducing competition, catering for 
variant learning styles, encouraging students to recognize symptoms of language 
anxiety, identifying anxiety-maintaining beliefs, and helping student practice 
positive self-talk. 
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7.3. Reflection 
 
My study suggests that while not all learners will react with anxiety in the L2 
classroom and even some of those who do feel anxious will find it a motivating, 
facilitating emotion, language anxiety is a problem in the L2 classrooms in the 
institution in which I undertook my case study.  There is strong evidence of 
situation-specific anxiety.  There is also strong evidence that the teachers do have 
the means within themselves and their pedagogical practices to make a difference. 
They have a number of desirable characteristics, content knowledge and 
pedagogical knowledge to effectively address students’ concerns and needs in the 
second language classroom (my emphasis). My conceptualization of an effective 
teacher is an instructor who has both content and pedagogical knowledge - in 
addition to other personal variables such as beliefs, motivation, and a passion for 
teaching. The blend between pedagogical and content knowledge is referred to as 
pedagogical content knowledge. Shulman (1987) states that this blend of content 
and pedagogy provides an understanding of how particular topics, problems, or 
issues are organized represented, adapted to diverse interests and abilities of 
learners. Content and pedagogical knowledge set the foundations for the formation 
of the professional identity of teachers. Beijaard et al. (2004) argue that identity is 
not a fixed attribute of a person, but a relational phenomenon (p.108). This depicts 
professional identity as a continuous process of interpretation and reinterpretation 
driven by professional experience and contextual factors. This concept also entails 
a combination of competing interactions between personal, professional, and 
situational factors. 
The profile of the interviewed teachers in the present case study indicates that they 
have relevant pedagogical content knowledge to address the learning needs of 
second language learner. However, the dissonance between their perceptions of 
what is good practice and the actual implementation of pedagogical content 
knowledge could be interpreted as pertinent to external as well as internal factors 
by which teachers sometimes have little control over. These factors, as 
emphasized earlier, take into account both teachers’ beliefs and the structure and 
demands of the curriculum. Educational beliefs, argue Akkerman & Meijer, 2011, 
influence a teacher’s actions and their perceptions of themselves in their work as 
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teachers. In the same vein, O’ Loughlin (1989) argues that teachers’ cognitive 
structures are organized in a form of system, network, or pattern that teachers 
employ as a guide. He explained that teachers who believe teaching to be an 
authoritarian and a didactic activity appear to teach in a way consistent with their 
belief system and teachers who believe in a student-centred approach perform 
their teaching around learning activities, which encourage students’ participation.  
Therefore, the complexity of teachers’ identity, in which their personal beliefs are 
embedded, may help to explain the discrepancy between what they describe as 
good practice and the evidence of what they actually do in the classroom. Hence, 
the interplay of these factors (personal, professional and situational factors) 
become clearly pronounced when they clash with students’ expectations and 
beliefs on the one hand and contextual regulations on the other, consequently, 
giving rise to the feeling of apprehension that the students experience in the 
second language classroom.  
In conclusion, in order for effective teaching and learning to take place, EFL 
teachers need to be aware of and receptive to their students’ beliefs, needs, 
expectations, interests and concerns. This conception emphasizes a more 
vigorous role by teachers, and requires teachers to question their current teaching 
practices and their students' learning to minimize any discrepancies between their 
intentions and that of their learners’ expectations and interpretation of the learning 
context. In the same vein, students should also be willing to accept that some of 
the beliefs that they hold about second language learning may be ‘erroneous’ and 
an obstacle to their making progress, and they should be willing to be receptive to 
their teachers’ attempts to reshape their thinking about L2 learning.  
In the final chapter, I set out some potential implications for L2 teachers and 
curriculum developers. I also identify the limitations of my study and make 
suggestions for where fruitful future research in this field could focus.   
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CHAPTER 8 IMPLICATIONS FOR POLICY AND PRACTICE 
8.0. Introduction  
In this chapter, I first provide a brief summary of the findings. I then consider 
potential implications of the findings for Foundation Level teachers and curriculum 
developers in the United Arab Emirates, in particular, and the Gulf region. The 
limitation of the research methods and tools employed in the present case study 
will also be outlined. The final part of this chapter concludes with a synopsis of the 
findings in terms of their contribution to knowledge. 
8.1. A Brief Summary of Findings  
My study has provided strong evidence that language anxiety exists in the L2 
classrooms in the institution in which I undertook my case study in the UAE. It can 
be conceptualised as multi-dimensional and dynamic in nature. Learners do not 
feel its impact evenly, however; it affects individuals differently and at different 
times depending on both learner traits and situation-specific variables and the 
interaction between these. There was some disagreement between students and 
teachers as to the causes of language anxiety but there was evidence from my 
interviews with students and teachers and my observations of L2 classrooms that 
the situation-specific characteristics of the L2 classroom (both past and present) 
can trigger language anxiety. In the setting which I researched, these included the 
nature of teacher-student relationships; a multitude of didactic methods of 
teaching; a lack of differentiation; emphasis on frequent summative assessment; 
and a crowded curriculum to be delivered within a tight time-frame.  
8.2. Implications for Professional Practice  
A number of implications can be derived from this case study; chiefly I set out 
below the recommendations for teachers and curriculum developers. 
8.2.1. Implication for Teachers   
Teachers need to be aware of which students are suffering from language anxiety. 
As the literature and my own study has shown, LA may manifest itself in 
observable behaviours but it may also be kept hidden by students who do not wish 
to admit to their anxieties. As a preliminary measure, teachers could make use of 
the checklist that I have compiled based on a synthesis of the literature review on 
- 167 - 
 
the manifestations of anxiety as it relates to language learning (see Appendix A). 
This checklist may help the teacher identify any anxiety-related symptoms that a 
student might be experiencing in the L2 context. 
Students in this study expressed the view that teachers are not even-handed in 
their relationship with students. Some talked of teachers having favourites, and 
these were often perceived by the students as being the more able students in the 
class. Less able students felt they received less attention and support. This is 
clearly not just an issue for the L2 classroom, but for teachers, in general. 
However, there was a feeling amongst the students in my study that L2 teachers 
were more likely to tend towards favouritism than their other teachers. To become 
better learners, Young (1999) asserts that teachers must help students deal with 
and conquer their feelings of anxiety (p. 145), or alter their teaching practices so 
that the cause of anxiety is eradicated (my emphasis). L2 teachers must therefore 
aim to foster a positive relationship with all their students, a relationship that is 
based on partnership and trust rather than on status or favouritism. This 
partnership should enable students to share their problems and concerns with their 
teachers. It may be that this could be taken as focus for a professional 
development course, to make all teachers more aware of the problem and the 
potential solutions.  
Horwitz (1988) asserts that “as students’ beliefs about language learning can be 
based on limited knowledge and/or experience, the teacher’s most effective course 
may be to confront ‘erroneous’ beliefs with new information. In some cases, 
students may never have had their views about language learning challenged” (p. 
292). Foss et al (In Young 1991) emphasize that learners must identify their 
‘erroneous’ beliefs and acknowledge their existence. This is a vital aspect in 
restructuring or disputing these beliefs through variant cognitive, emotive, and 
behavioural interventions. Therefore, as students’ ‘erroneous’ beliefs are believed 
by the teachers in my study to contribute towards their LA, teachers need to seek 
opportunities and ways of discussing these beliefs. It is imperative for teachers to 
help students develop realistic expectations of the language process. The use of 
BALLI as a diagnostic tool would be useful here. Once the teacher has identified 
‘erroneous’ beliefs, they could then, for example, discuss with the students the 
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amount of time needed to learn a language, the type of study skills to be used and 
efficient learning strategies such as willingness to take risks and seek out 
communication opportunities in the classroom. For instance, the Foreign Service 
Institute believes that it takes at least 240 hours to produce an intermediate level 
speaker under ideal circumstances (small, intensive classes with highly motivated 
learners), so the students’ goal of becoming fluent in a year or two certainly needs 
to be revised. The teacher needs to play a proactive and crucial role in discussing 
with students their ‘erroneous’ beliefs and makes them aware that they are not 
alone in their fears and beliefs. 
Teachers need to consider where it is possible to introduce differentiation into their 
pedagogy. Many students experiencing LA said they were left behind in a lesson 
due to the amount of content covered, the level of the content covered and the 
pace of the teacher’s delivery. 
Teachers might find the following pedagogical strategies useful: 
 Informing students about the lesson objectives or provide them with a 
detailed weekly agenda of expectations and lessons objectives, to enable 
them to prepare more effectively. 
 Consistently reviewing previously learned materials at the beginning of a 
new lesson, to ensure understanding before moving on to new topics. 
 Breaking down a task into incremental steps and accepting that some 
students will take longer to achieve a task than others. 
 Slowing down the pace of the lesson. 
 Speaking more slowly and checking for understanding before moving on. 
 Using both visual and auditory cues to present information – to suit different 
types of learners. 
As there is some evidence from my study that particular activities cause ‘state’ 
anxiety, such as ‘tests’, if these are deemed essential in language learning 
teachers could consider exploring the usefulness of teaching relaxation techniques, 
to be undertaken by the whole class before and after tension-producing activities in 
the class. 
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Some of the teachers in my study believed that LA was caused by deficient or 
ineffective study skills. Where this is the case, the institution or the teachers 
themselves need to ensure that study skills workshops and/or study groups are 
available and then to encourage students to attend them. It will need to be handled 
sensitively as attending such a workshop might be seen as a sign of their 
weakness by students. Students should also be encouraged to share their feelings 
with others. 
8.2.2. Implications for Curriculum Developers 
This study has identified that the teachers felt constrained by the curriculum 
content, which they have to cover, and the assessment system. More specifically, 
they said they were subject to a fixed time-frame for the delivery of the course 
curriculum. The amount of content made it, they said, very difficult for them to 
assume anything other than a didactic approach to teaching – and this was often 
‘teaching to the test’. Developers of the curriculum would benefit from discussing 
with teachers the strengths and weaknesses of the current curriculum and 
assessment, with a view to building in more flexibility for the different abilities of 
learners, and to making learning English a more enjoyable and rewarding 
experience, while retaining the rigour of the curriculum.  
 
8.3. Limitations of the Present Study 
Some of the limitations of this research have already been discussed in Chapter 4. 
A key challenge for me as a researcher was being a female in the UAE, 
researching the views and experiences of male teachers and students, particularly 
as the focus was a sensitive one, anxiety. Arab men consider anxiety as a sign of 
weakness and therefore admitting to its presence was challenging for them. 
However, the use of FLCAS, BALLI and CUCEI enabled me to explore the scale of 
this phenomenon and its nature at one-step removed, with the identity of the 
participants completing those inventories protected. I sensed it was probably more 
of an issue in terms of the interviews, though I did find many FG members willing to 
discuss their views with me. Of course, it was not only my position as a female 
which was challenging; I was probably also perceived by my student participants 
as a ‘teacher’ figure; thus the power-relationship of teacher-student may well have 
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affected the data collection to some extent. However, the benefits of being an 
‘insider’ in the institution and understanding the context well enabled me to, I 
believe, interpret more effectively the data that I collected. 
A second limitation of the research reported in this thesis is the size of the study.  
This was one case study undertaken in one higher education institution in one 
country, the UAE. It is not therefore possible to make generalisations from my 
findings –Although, generalisation was not my aim. My aim was to develop a 
deeper, professional understanding of language anxiety in order to inform my own 
practice and hopefully to prompt others’ to think about their own practice. In 
hindsight, this study might also help educators in understanding the occurrence of 
this phenomenon in HEI in the Gulf region where students share similar cultural 
and pedagogical backgrounds to the participants in this study.  
A challenge to me in undertaking this research was working with so many different 
and diverse data collection tools. Others have used FLCAS on its own as a 
diagnostic tool to measure the extent and nature of L2 language anxiety. I decided 
to get as full a picture as I could so I used BALLI and CUCEI inventories as well – 
and I introduced the qualitative data element through the use of semi-structured 
interviews and observations. In hindsight, this was a lot to manage and generated 
a lot of data to be analysed but the combination of quantitative and qualitative 
research tools, in spite of the difficulty in integrating the data to produce findings, 
proved to be of great benefit in my investigation. Without the inclusion of both the 
students and teachers’ voices in relation to L2 anxiety, the findings of my research 
would have been less rich and less illuminating. The use of multiple methods of 
inquiry has, I believe, enabled the complexities of the phenomenon of language 
anxiety experienced by some Foundation Level Emirati students to be effectively 
identified and explored. 
8.4. Contribution to Knowledge 
This study has provided valuable insights into the perceptions and experiences of 
teachers and male students in a context, a higher education institution in the UAE, 
which has not previously been a key focus for research into language anxiety and 
its findings, should be helpful to teachers and curriculum developers in the UAE. 
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Many previous studies of language anxiety have used quantitative measures to 
investigate the phenomenon. In employing a case study approach, which used a 
combination of quantitative measures and qualitative data collection tools, this 
research has been able to provide a richer understanding of language anxiety than 
would have otherwise been gained through quantitative means alone. 
Consequently, this study should be of interest to anyone considering what methods 
to use when researching in this field. The use of focus interviews with the students 
enabled me to probe the findings from the FLCAS, BALLI and CUCEI inventories 
and to thereby develop a deeper understanding. The use of lesson observations 
although limited in number enabled me to identify that what teachers said they did 
was often not, what they did in practice due to constrains which engulf both 
curriculum and contextual demands . As a L2 teacher myself, I have to admit that, 
before I started my data collection I probably believed, too, that most of the causes 
of language anxiety lay within the learner’s own personality and disposition. It was 
very illuminating to be present, as a non-participant observer, with the space and 
time to watch and reflect on the interactions and activities in the L2 classroom. 
Furthermore, listening to both students and teachers’ perception of anxiety has 
certainly highlighted the benefits of using a mixed methods approach to study this 
complex phenomenon.  
Of particular importance in this study was the aim of listening to not only teachers 
’voices about language anxiety, but to foreground the students’ perceptions and 
experiences. This is why I presented the findings from the student data first (in 
Chapter 5). A classroom is a setting in which complex interrelationships are played 
out which affect the quality of teaching and learning. By listening to both groups in 
this study, it has been possible for me to make strongly evidenced-based 
suggestions in relation to pedagogical practices in the L2 classroom.   
8.5. Recommendations for Future Research 
Despite the valuable contributions of this study, I set forward a number of 
recommendations for future research. Others interested in this field may wish to 
explore the extent to which my own findings are transferable to other contexts: 
either in HEIs within the UAE or in other countries. In addition, I undertook my 
study only with male students; it could be interesting to explore the extent to which 
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female students exhibit language anxiety and whether the triggers are the same or 
different, just in case there is a gendered dimension. Other studies may also wish 
to explore further whether situation-specific anxiety exists in other subject areas 
and, if so, whether it is similar or different in terms of its causes, its manifestations, 
and effective strategies for preventing or reducing it.  
Other researchers might also find it fruitful to use a combination of quantitative and 
qualitative data collection tools in relation to student-related variables and 
situational related variables but over a longer period of time than I was able to 
explore and observe, perhaps also incorporating case studies of individual 
students to get a deeper understanding of individual L2 learner experiences.   As 
stated earlier, students and teachers’ identity emerged as a potential focus of 
future research. Therefore, it would be interesting for researchers to investigate 
identity in relation to language anxiety. 
 
8.6. Final Reflection 
The final reflection of this thesis is concerned with the journey of this research. In 
the early phases of formulating a research proposal, my main concern, was to 
complete this project as soon as possible. Consequently, with the valuable input 
and help of my supervisors, I was able to select a topic that I could relate to and is 
significant for my role as an educator. The significance of this choice exceeds my 
immediate personal boundary to take into account the anticipated helpful outcomes 
that the findings might entail for the many students who are suffering silently and 
void of any helpful strategies to rely on. Since then, my preoccupation with 
completing the study as fast as possible diminished. I was more interested in 
investigating the complexity of this issue and trying to make sense of the different 
realities that I was confronted with. As an EFL teacher, this research taught me to 
use a broad lens in responding to my students’ needs and concerns. It has also 
equipped me with the empirical knowledge to reach out to students’ affective needs 
and expectations in L2 contexts. This research has certainly provided a deeper 
essence to my passion for both teaching and research.  
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List of Appendices 
 
Appendix A Manifestation of Language Anxiety Checklist 
This appendix is a checklist that educational stakeholders might use in identifying anxious students 
in L2 classrooms.  
 
 
 
 
 
 
 
 
Signs of Language Anxiety                                                                 Indicator 
General Avoidance 
Forgetting the answer  
Carelessness  
Cutting class  
Tardiness  
Coming unprepared to class  
Low level of verbal participation  
Lack of volunteering in the class  
Inability to answer simple question  
Physical Behaviours 
Squirming, fidgeting  
Playing with hair or clothing  
Nervously touching objects  
Stuttering  
Unable to reproduce sounds or intonation of the target language even 
after repeated practice 
 
Over-studying  
Conversational withdrawal  
Lack of eye contact  
Image protection (laughing, nodding, smiling, joking, hostility)  
Excessive competitiveness  
Self-criticism   
Physical Symptoms 
Complaining of headaches  
Tight muscles  
Somatic complains 
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Appendix B Summary of Strength and Weakness of Qualitative and Quantitative 
Research 
This appendix gives a brief summary of the strength and weaknesses of qualitative and quantitative 
research 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Research 
Methods 
Strength Weakness 
Q
u
a
lit
a
ti
v
e
 
 
The data are based on the participants' own categories of 
meaning. 
* It is useful for describing complex phenomena. 
* Provides individual case information. 
* Can conduct cross-case comparisons and analysis. 
* Provides understanding and description of people's 
personal experiences of phenomena (i.e., the "emic" or 
insider's viewpoint). 
 
 
Knowledge produced may not 
generalize to other people or 
other settings (i.e., findings may 
be unique to the relatively few 
people included in the research 
study) 
It generally takes more time to 
collect the data when compared 
to quantitative research. 
Data analysis is often time 
consuming. 
* The results are more easily 
influenced by the researcher' 
personal biases and 
idiosyncrasies. 
Q
u
a
n
ti
ta
ti
v
e
 
  
Can generalize a research finding when it has been 
replicated on many different populations and 
subpopulations. 
 Useful for obtaining data that allow quantitative prediction 
to be made 
Provides precise, quantitative, numerical data. 
* Data analysis is relatively less time consuming (using 
statistical software). 
The research results are relatively independent of the 
researcher (e.g., effect size, statistical significance). 
 
The researcher may miss out on 
phenomena occurring because of 
the focus on theory or hypothesis 
testing rather than on theory or 
hypothesis generation (called the 
confirmation bias). 
 
Knowledge produced may be too 
abstract and general for 
direct application to specific local 
situations, contexts, and 
Individuals. 
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Appendix C Adapted Foreign Language Classroom Anxiety Scale (FLCAS) 
This appendix displays the adapted version of the FLCAS  
Directions -The purpose is to find out your opinions about the class you are attending right now. After 
reading each statement, mark “” under the column that indicates your opinion. 
 
تارابعلا  لا
قفاوأ 
ةدشب 
 
 
 
 لا
قفاوأ 
 
 
ريغ 
ددحم 
 
 
 
قفاوأ 
 
 
 
 
قفاوأ 
ةدشب 
 
 
.ةيبنجلأا ةغللا ةصح يف ثدحتأ امدنع يسفن نم ةقثلاب اقلطم رعشأ لا  
I do not feel quite sure of myself when I am speaking in my foreign 
language class 
 
□ □ □ □ □ 
دنع قلقلاب رعشأ لا يننإ.ةغللا ةصح يف ئطخأ ام   
I don’t worry about making mistakes in language class 
 
□ □ □ □ □ 
.ةغللا ةصح يف يمسإ ةادانم متي فوس هنأب فرعأ امدنع فجترأ يننإ I tremble when I 
know that I'm going to be called on in language class □ □ □ □ □ 
هفأ لا امدنع رعذلاب باصأ.ةيبنجلأا ةغللاب سردملا هلوقي ام بعوتسأ وأ م   
it frightens me when I don't understand what the teacher is saying in 
the foreign language 
 
□ □ □ □ □ 
.ةيبنجلأا ةغللا صصح نم ديزملا ذخآ نأ قلاطلإا يلع ينجعزي لا 
 It would not bother me at all to take more foreign language classes. 
 
□ □ □ □ □ 
.يميلعتلا ررقملا اقلطم ينعت لا ءايشأ يف ركفأ يسفن دجأ ، ةغللا ةصح ءانثأ 
 During language class, I find myself thinking about things that have 
nothing to do with the course. 
 
□ □ □ □ □ 
نيرخلآا بلاطلا نأب داقتعلإا يلع ماودأ .تاغللا يف ينم لضفأ - 
I keep thinking that the other students are better at languages than I 
am. 
 
 
□ □ □ □ □ 
.ةغللا ةصح يف تارابتخلإا ءانثأ احاترم ةداع نوكأ 
I am usually at ease during tests in my language class 
 
□ □ □ □ □ 
مدنع جاعزنلإاو رعذلاب أدبأ يننإنودب ثدحتلل ارطضم نوكأ ا .ةغللا ةصح يف ريضحت 
I start to panic when I have to speak without preparation in language 
class 
 
□ □ □ □ □ 
.ةيبنجلأا ةغللا ةصح يف لشفلا بقاوع نم قلقلاب رعشأ يننإ 
I worry about the consequences of failing my foreign language class 
 
□ □ □ □ □ 
.ةيبنجلأا ةغللا صصح نم ةدشب صاخشلأا ضعب جعزني اذامل بعوتسأ وأ مهفأ لا يننإ 
I do not understand why some people get so upset over foreign 
language classes. 
 
□ □ □ □ □ 
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أو علي  في حصة اللغة ، من الممكن أن أكون عصبيا أو متوترا من نسيان الأشياء التي أعرفها
 دراية بها.
 .wonk I sgniht tegrof I suovren os teg nac I ,ssalc egaugnal nI
 
 □ □ □ □ □
 يحرجني القيام بالتطوع للإجابة في حصة اللغة.
 .ssalc egaugnal ym ni srewsna reetnulov ot em sessarrabme tI
 
 □ □ □ □ □
جنبية م  متحدثي ذذ  اللغة ممن تكون ذذ  اللغة ذي لا أصاب بالتوتر عندما أقوم بالتحدث باللغة الأ
 لغتهم الأم).
 evitan htiw egaugnal ngierof eht gnikaeps suovren eb ton dluow I
 .srekaeps
 
 □ □ □ □ □
 إنني اصاب بالإنزعاج عندما لا أفهم ما يصححه المدرس.
 .gnitcerroc si rehcaet eht tahw dnatsrednu ton od I nehw tespu teg I
 
 □ □ □ □ □
 حتي لو كنت مستعدا بصورة جيدة لحصة اللغة ، فإنني أشعر بالقلق والتوتر تجاذها.
 .ti tuoba suoixna leef I ,ssalc egaugnal rof deraperp llew ma I fi nevE
 
 □ □ □ □ □
 إنني أشعر غالبا بعدم الرغبة بالذذاب إلي حصة اللغة.
 .ssalc egaugnal ym ot gniog ton ekil leef netfo I
 
 □ □ □ □ □
 إنني أشعر بالثقة عندما أتحدث في حصة اللغة الأجنبية.
 .ssalc egaugnal ngierof ni kaeps I nehw tnedifnoc leef I
 
 □ □ □ □ □
إنني أشعر بالخوف والرذبة من أن يكون مدرس اللغة مستعدا وجاذزا من أجل تصحيح وتصويب 
 بإرتكابه.كل خطأ أقوم 
 I ekatsim yreve tcerroc ot ydaer si rehcaet egaugnal taht diarfa ma I-
 .ekam
 
 □ □ □ □ □
 مناداة إسمي في حصة اللغة. أستطي  أن أشعر بدقات قلبي متسارعة عند
 ni no dellac eb ot gniog m'I nehw gnidnuop traeh ym leef nac I
 ssalc egaugnal
 
 □ □ □ □ □
  ا ذاكرت من أجل إختبار اللغة ، كلما إزددت حيرة وإختلط الأمر كلم
  علي.
 .emoceb I desufnoc erom eht tset a rof yduts I erom ehT
 
 □ □ □ □ □
 لا أشعر بالضغط للتحضير لحصة اللغة.
 .ssalc egaugnal rof llew yrev eraperp ot erusserp leef ton od I
 
 □ □ □ □ □
   بأن الطلاب الآخرين يتحدثون اللغة الأجنبية أفضل منيدائما أشعر 
 egaugnal ngierof eht kaeps stneduts rehto eht taht leef syawla I
 od I naht retteb
 
 .
 □ □ □ □ □
  أشعر بالخجل من التحدث باللغة الأجنبية أمام الطلاب الآخرين
 tnorf ni egaugnal ngierof eht gnikaeps tuoba suoicsnoc-fles yrev leef I
 stneduts rehto fo
 .
 □ □ □ □ □
 ssalc egaugnaL تسير حصة اللغة بسرعة شديدة وأشعر بالقلق من أن أترك بالخلف.
 dniheb tfel gnitteg tuoba yrrow I ylkciuq os sevom
 
 □ □ □ □ □
 □ □ □ □ □ أشعر بالتوتر والقلق في حصة اللغة وذلك بصورة أكبر من حصصي الأخري.
 أشعر بالقلق والإرتباك عندما أتحدث في حصة اللغة.
 egaugnal ym ni gnikaeps ma I nehw desufnoc dna suovren teg I
 .ssalc
 
 □ □ □ □ □
  عندما أكون في طريقي إلي حصة اللغة ، أشعر بالتأكد والثقة والإسترخاء الشديدين.
 dexaler dna erus yrev leef I ,ssalc egaugnal ot yaw ym no m'I nehW
 .
 □ □ □ □ □
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.  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
.ةغللا سردم اهلوقي ةملك لك مهفأ لا امدنع رتوتلاو قلقلاب رعشأ 
 I get nervous when I do not understand every word the language 
teacher says 
 
□ □ □ □ □ 
 ةغلب ثدحتلا لجأ نم اهملعت يلع بجي يتلا دعاوقلا نم ءايتسلأاب رعشأ.ةيبنجأ   
I feel overwhelmed by the number of rules I have to learn to speak a 
foreign language. 
 
 
□ □ □ □ □ 
.ةيبنجلأا ةغللا ثدحتأ امدنع ينم اورخسيو نيرخلآا بلاطلا كحضي نأ نم فوخلاب رعشأ  
I am afraid that the other students will laugh at me when I speak the 
foreign language 
 
□ □ □ □ □ 
.)ملأا مهتغل يذ ةغللا  ذذ نوكت نمم ةيبنجلأا ةغللا يثدحتم نم ةعومجم لوح حايترلإاب ابلاغ رعشأ  
I would probably feel comfortable around native speakers of the 
foreign language 
 
□ □ □ □ □ 
للا سردم لأسي امدنع رتوتلاو قلقلاب رعشأ.اقبسم اذدادعإب مقأ مل ةلئسأ ةغ 
I get nervous when the language teacher asks questions which I 
have not prepared in advance. 
□ □ □ □ □ 
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Appendix D Teachers’ Profile 
 
This appendix gives an overview of teachers’ participants’ profile. 
 
Participant M: PM is a native western teacher who has a vast experience in 
teaching EFL students in variant contexts. She holds a Master’s degree and a 
Delta certificate. 
 
Participant N: PN is a non-native speaker. He holds a Master’s degree in TESOL. 
He has been accepted to a Doctorate program and is planning to complete an EdD 
in TESOL. PN has approximately thirteen years of teaching experience in Europe 
and the Gulf Region. 
 
Participant J: PJ is a native speaker. He has vast experience teaching in the Far 
East. He holds a Master’s program in Education. He also has a Delta certificate. 
 
Participant S: PS is a native speaker. She has been teaching ESL/EFL students 
for the past ten years. 
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Appendix E    Adapted College and Classroom Environment Inventory 
(CUCEI) 
 
This appendix displays the adapted version of the CUCEI. 
Directions -The purpose is to find out your opinions about the English classroom. After reading each 
statement mark “” under the column that indicates your opinion. 
نايبتسلأا اذذ نم فدهلا  وذ ةفرعم مكئارآ فصلا اذذ لوح  ركذا لوح كيأر لك نايب ةيلاتلا ةملاعلا  ضو  للاخ نم  
تارابعلا Strongly 
Disagree 
 قفاوت لا
ةدشب 
 
Disagree 
قفاوت لا 
 
 
Agree 
قفاوم 
 
 
Strongly 
Agree 
ةدشب قفاوم 
 
The instructor considers students’ feelings. 
ىعاري  سردملا  رعاشم ةبلطلا □ □ □ □ 
The instructor talks rather than listens. 
عامتسلاا نم لادب سردملا ملكتي □ □ □ □ 
The class is made of individuals who do not know each 
other. 
مهضعب نوفرعي لا صاخشا نم فصلا نوكتي 
□ □ □ □ 
The students’ look forward to coming to class. 
فصلا ىلا روضحلا نوبحي ذيملاتلا نا □ □ □ □ 
Students know exactly what need to be done. 
بلاطلا ام امامت نوفرعي فصلا يف هب مايقلا بجي □ □ □ □ 
New ideas are seldom tried out in class. 
فصلا يف حرطت ام اردان ةديدجلا راكفلأا نا □ □ □ □ 
All students are expected to do the same work in the same 
way at the expected time. 
ددحم تقوو انيعم بولسا اعبتم بولطملا ماهملاب مايقلا بلاطلا  يمج نم  قوتي 
□ □ □ □ 
The instructor talks individually to students. 
بلاطلا  م يدرف لكشب سردملا ثدحتي □ □ □ □ 
Students put effort in what they do in the class. 
 ضي بلاطلا يف دهجلا هب نوموقي ام يف فصلا □ □ □ □ 
Each student knows the other member of the class by their 
first names. 
فصلا يف هليمز مسا فرعي ذيملت لك نا 
□ □ □ □ 
Students are dissatisfied with what is done in the class. 
فصلا يف هب ماقي امب نيضار ريغ بلاطلا نا □ □ □ □ 
Getting a certain amount of work done in the class is 
important. 
فصلا يف ةيمذلأا ةياغب رمأ ماهملا نم مسق ولو زاجنا 
□ □ □ □ 
New and different ways of teaching are seldom used in the 
class. 
تست ام اردانمدخ فصلا يف ةديدج ةيسيردت لئاسو 
□ □ □ □ 
Students are generally allowed to work at their own space. 
فصلا يف هتحار ىلع لمعلا بلاطلل حمسي □ □ □ □ 
The student gets out of his / her way to help students. 
ىلع كلذ ناك ناو فصلا يف ةليمز بلاطلا دعاسي نأ نكمملا نم  زاجنا باسح
هماهم 
□ □ □ □ 
Students clock watch in this class. 
ةصحلا تقو لاوط ةعاسلا ىلع بلاطلا رظني □ □ □ □ 
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Friendship are made among students in the class 
فصلا يف ةبلطلا نيب تاقادصلا نوكتت □ □ □ □ 
After the class, the students have a sense of satisfaction. 
اضرلا نم عونب  بلاطلا رعشي ةصحلا نم ءاهتنلاا دعب □ □ □ □ 
The group often gets side-tracked instead of sticking to the 
point. 
حرشلا ءانث تتشتلا نم عون لصحي 
□ □ □ □ 
The instructor thinks of innovative activities for students to 
do. 
سردملا ركفي  يف شنأبلاطلا نم بلطيو ةيعادبإ ةط اهب مايقلا 
□ □ □ □ 
Students have a say in how class time is spent. 
بلاطلا يأر ذخأي  يف ةصحلا للاخ تقولا ةرادا ةيفيك □ □ □ □ 
The instructor helps each student who is having trouble 
with his work. 
سردملا مدقي ةدعاسملا  ذلا بلاطللني تابوعص نوهجاوي  ام ماهم ءاهناب 
□ □ □ □ 
Students in the class pay attention to what others are 
saying. 
بلاطلا يدبي فصلا يف نيرخلاا هلوقي  ام ىلإ مامتذلااو  ابتنلاا 
□ □ □ □ 
Students do not have much chance to know each other in 
the classroom. 
يدل سيل  ابلاطل  ضعب ىلع اوفراعتيل ةصرفلا فصلا يف 
□ □ □ □ 
Classes are a waste of time. 
يذ فوفصلا تقولل هعيضم □ □ □ □ 
This is a disorganized class. 
يوضوف فصلا اذذ نا □ □ □ □ 
Teaching approaches in this class are characterized by 
innovation and variety. 
زيمتت يلاسأسيردتلا ب عونتلاو راكتبلااب فصلا اذذ يف 
□ □ □ □ 
Students are allowed to choose activities and how they will 
work. 
بلاطلل حمسي رايتخا ماهملا اهب نولمكيس يتلا ةقيرطلا و ةطشنلأا 
□ □ □ □ 
The instructor seldom moves around the classroom to talk 
with students. 
ام اردان  لقنتي  سردملا  ءاحنأ يف فصلا  م ثدحتلل بلاطلا 
□ □ □ □ 
Students seldom present their work to the classroom. 
ام اردان بلاطلا مدقي مهلامعأ فصلا يف □ □ □ □ 
It takes a long time to get to know the everybody by his 
/her first name in this class. 
تسااتقو رملأا قرغ لايوط ةفرعمل   يمجلا ءامسأ  يف فصلا اذذ 
□ □ □ □ 
Classes are boring. 
ةلمم سوردلا □ □ □ □ 
Class assignments are clear and everyone knows what to 
do. 
ذيملاتلا نم ةبولطملا ماهملا  ملعي  يمجلاو ةحضاو هب مايقلا بجي ام 
□ □ □ □ 
The seating in this class are arranged in the same way 
each week. 
 ضو متي دعاقملا يف اذذ فصلا هسفن بيترتلاب ايعوبسأ 
□ □ □ □ 
Teaching approaches allow students to proceed at their 
own paces. 
ميلعتلا تايجهنم بلاطلل حيتت فصلا يف  مهتحار ىلع ماهملا مامتاب 
□ □ □ □ 
The instructor is not interested in students’ problems. 
متهي لا سردملا نا  لكاشمب ةبلطلا □ □ □ □ 
There are opportunities for students to express their 
opinions. 
ةدع صرف حاتت بلاطلل مهئارآ نع ريبعتلا يف 
□ □ □ □ 
Students in this class get to know each other very well. 
بلاطلا نا فصلا اذذ يف ضعب مهضعبب ةديج ةفرعم  ىلع □ □ □ □ 
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Students enjoy going to this class. 
بحي  ىلا مودقلا ةبلطلا فصلا اذذ □ □ □ □ 
The class seldom starts on time. 
ام اردان ددحملا تقولا يف فصلا أدبي □ □ □ □ 
The instructor often thinks of unusual class activities. 
ركفي  سردملا  فصلا يف ةركتبم ةطشنأب مايقلاب □ □ □ □ 
There is little opportunity for the student to pursue his/ her 
interest in the class. 
بلاطلل نا  ةليلق صرف  ةعباتمل  هتمامتذا فصلا يف 
□ □ □ □ 
The instructor is unfriendly and inconsiderate towards 
students. 
بلاطلا رعاشم يعاري لاو يدو ريغ سردملا نا 
□ □ □ □ 
The instructor dominates class discussions. 
ىلع سردملا نميهي تاشقانملا فصلا يف □ □ □ □ 
Students are not interested in getting to know each other. 
بلاطلا نا  نيمتهم ريغ  ضعب ىلع فرعتلا يفضعب مه □ □ □ □ 
Classes are interesting. 
سوردلا نا مامتذلال ةريثم □ □ □ □ 
Activities in this class are clearly and carefully planned. 
ةطشنلأا نا ةعوضوم فصلا اذذ يف حضاو لكشب ةيانعب اهل ططخمو □ □ □ □ 
Students seem to do the same type of activity every class. 
بلاطلا موقي   نم هسفن عونلاب ةطشنلأا لك يف ةصح □ □ □ □ 
The instructor considers what will be done in our class. 
فصلا يف  زاجنا بجي ام ررقي يذلاوذ  سردملا نا □ □ □ □ 
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Appendix F Scale Name and Description 
 
The appendix presents scales, their description, and sample item from the CUCEI. 
 
 
 
 
 
 
 
 
 
 
 
 
CUCEI Scale Name and Sample Items 
 
Scale Name Description Sample Items 
 
Personalization Extent of opportunities for individual                                               
students to interact with the teacher and of concern for 
student’s personal welfare. 
 
The teacher goes out of his/her way 
to help me. 
 
Innovation Extent to which the teacher plans new, unusual activities, 
teaching techniques and assignments. 
 
The teacher often thinks of unusual 
activities. 
 
Student 
cohesiveness 
 
Extent to which students know, help and are friendly 
towards each other. 
 
I make friends easily in this class. 
 
Task 
orientation 
 
Extent to which class activities are clear and well 
organized. 
Class assignments are clear and I 
know what 
I am doing. 
 
Cooperation Extent to which students cooperate rather than compete 
with one another on learning tasks. 
 
I work with other students in this 
class. 
 
Individualization  Extent to which students are allowed to 
make decisions and are treated differently according to 
ability, interests and rate of working. 
I am allowed to choose activities and 
how I will work. 
 
Equity 
 
Extent to which students are treated equally by the 
teacher. 
I am treated the same as other 
students in this class. 
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Appendix G Item Distribution of CUCEI 
 
This appendix displays item distribution of CUCEI with respect to Moos typology. 
Scales 
 
Moos Item Numbers 
Personalization R 1-7 
 
Innovation S 8-14 
Student cohesiveness R 15-21 
Task orientation P 22-28 
Cooperation R 29-35 
Individualization’  S 36-42 
Equity R 43-49 
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Appendix H Adapted BALLI Scale -Beliefs about Language Learning 
Inventory 
ةيبنجلأا ةغللا لوح كئارا نع نايبتسا 
This appendix presents the adapted version of the BALLI. 
Direction: The statements below are beliefs that some people have about  
learning a foreign language, English in particular. After reading each statement, 
 mark “” under the column that indicates your opinion. 
فدهلا نايبتسلأا اذذ نم وذ ةفرعم مكئارآ ا لوحةيبنجلأا ةغلل  ركذا لوح كيأر لك نايب  ةملاعلا  ضو  للاخ نم
ةيلاتلا“”   
 
Statements Strongly 
Disagree 
ةدشب قفاوت لا 
 
Disagree 
قفاوت لا 
 
 
Agree 
قفاوم 
 
 
Strongly 
Agree 
ةدشب قفاوم 
 
It is easier for children than adults to learn English. 
  . زيلجنلإا ةغللا ملعتةي    لافطلأل لهسلاا نم هنا نيغلابلاب ةنراقم  □ □ □ □ 
Some people are born with a special ability, which helps 
them learn a foreign language. 
.صخشلا اهب دلي ةصاخ تاردقب ةطبترم ةيزيلجنلاا ةغللا ملعت نا 
□ □ □ □ 
Some languages are easier to learn than others. 
ملعتلل لهسأ يه تاغللا ضعب نا  .اهريغ نم  □ □ □ □ 
The language that I am learning is structured in the 
same way as the Arabic language. 
ةيبرعلا ةغلاب ةهيبش اهملعتا يتلا ةغللا نا 
□ □ □ □ 
I believe that someday I will speak English very well. 
نأ دقتعأ 
 امويام  فوس ةيزيلجنلإا ةغللا ملكتأ ةياغلل ديج لكشب. 
□ □ □ □ 
It is important to speak the foreign language with an 
excellent accent. 
نأ مهملا نمف ملكتي  ةغللا درفلا  ةيبنجلأا ةنكلب ةزاتمم. 
□ □ □ □ 
It is necessary to know the foreign culture in order to 
speak the foreign language. 
اهتغل ملكتا نا يكل ةيبنجلأا ةفاقثلا ةفرعم نم دب لا 
□ □ □ □ 
You should not say anything in English until you can 
say it correctly. 
مدع بجي ءيش يأ لوق ةيزيلجنلإا ةغللاب نم نكمتلا نيحل اهب ثدحتلا  ةروصب
ةحيحص. 
□ □ □ □ 
It is easier for someone who already speaks a foreign 
language to learn another one. 
ىرخأ ةيبنجأ ةغل ملكتي ناك نا ةيبنجلأا ةغللا ملعتي نأ صخشلا ىلع لهسلا نمف 
□ □ □ □ 
It is better to learn a foreign language in a foreign 
country. 
نأ لضفلأا نم هنأ ةيبنجلأا ةغللا ملعتت  ةلود يف.ةيبنجأ  
□ □ □ □ 
If I heard someone speaking the language that I am 
trying to learn, I would go up to him or her so that I 
could practice speaking the language. 
ول تعمس مهدحأ ثدحتي يتلا ةغللا أنأ لواحأ اهملعت يننأف مهل  مضنأ  نكمتأ يكل
نم حتلا ةراهم  ةسراممثد  مهعم. 
□ □ □ □ 
 
 
 
  
In English classes, I prefer to have my teacher provide 
explanations in Arabic language. 
يف  يننإف ةيزيلجنلإا ةغللا ةصح  نأ لضفأ حرشي سوردلا يسردم  يف  ةيبرعلا ةغللا. 
□ □ □ □ 
- 202 - 
 
It is O.K. to guess If you do not know a word in English. 
ا.ةينعملا ةملكلا يه ام فرعت لا تنك نا ام ةملك نمخت نأ لوبقملا نم هن  □ □ □ □ 
I have a foreign language aptitude. 
ةيبنجلأا ةغللا يف ةبهوم يدل □ □ □ □ 
In learning English, it is important to repeat and practice 
a lot. 
 لجأ نم ةيبنجلأا ةغللا ةسرامم يرورضلا نماهناقتا  
□ □ □ □ 
I feel self-conscious  to speak the foreign language in 
front of other people 
نيرخلأا مامأ ةيزيلجنلإا ةغللا ملكتأ امدنع جارحلإاب رعشأ 
□ □ □ □ 
If you are allowed to make mistakes in the beginning, it 
will be hard to get rid of them later on. 
كل احومسم ناك اذإ ءاطخلأا بكترت نأ نم نوكيس ،ةيادبلا يف بعصلا  صلختلا
مهنم دعب اميف. 
□ □ □ □ 
Learning English is mostly a matter of learning grammar 
rules. 
ةيزيلجنلإا ةغللا ملعت اهمظعم يف يه ةلأسم ملعت ةيوحنلا دعاوقلا. 
□ □ □ □ 
Listening to tapes and watching English programs on 
television are very important in learning English. 
ىلإ عامتسلاا جماربلا ةدهاشمو ةطرشلأا ةيزيلجنلإا  نويزفلتلا ةشاش ىلع   يه
ادج ةمهم يف ةيزيلجنلإا ةغللا ملعت. 
□ □ □ □ 
Women are better than men are at learning English. 
ءاسنلا نه أنم لضف لاجرلا يف ةيزيلجنلإا ةغللا ملعت. □ □ □ □ 
If I learn to speak English very well, I will have many 
opportunities to use it. 
تمق اذإ ملعتب ةيزيلجنلاا ةغلاب ثدحتلا نف ، ديج لكشب يل نوكي فوسف  صرف
ةريثك اهمادختسلا 
□ □ □ □ 
It is easier to speak English than to understand it. 
لهسلأا نمف ةيزيلجنلإا ةغللاب ثدحتلا ىلع ةنراقم اهمهفب. □ □ □ □ 
Learning English is different from learning other 
subjects. 
ةيزيلجنلإا ةغللا ملعت نع ًامامت فلتخت ملعت ىرخأ داوم ةيأ. 
□ □ □ □ 
Learning English is mostly a matter of translating from 
Arabic. 
ةيزيلجنلإا ةغللا ملعت اهبلغأ يف يه  ةيلمع نم ةمجرت ةيبرعلا ةغللا. 
□ □ □ □ 
If I learn to speak English very well, it will help me get a 
good job. 
تمق اذإ ملعتب ةيزيلجنلإا ةغللاب ثدحتلا يندعاسي فوس كلذف ديج لكشب   لوصحلاب
ةديج ةفيظو ىلع. 
□ □ □ □ 
It is easier to read and write English than to speak and 
understand it. 
.اهب ثدحتلا وأ اهمهف نم ريثكب لهسأ يه ةيزيلجنلاا ةغلاب ةباتكلا و ةءارقلا نأ 
□ □ □ □ 
People who are good at math and science are not good 
at learning foreign languages. 
لأا ناصاخش يف نيديجلا مولعلاو تايضايرلا يتدام  ةبوعص نوهجاوي ملعتب  تاغللا
ةيبنجلأا. 
□ □ □ □ 
People who speak more than one language well are very 
intelligent. 
صاخشلأا نوملكتي نيذلا نم رثكأ ماع لكشب مه ةغل ءايكذأ ادج. 
□ □ □ □ 
Emiratis are good at learning foreign languages. 
نويتاراملإا يف نوعراب ملعت ةيبنجلأا تاغللا. □ □ □ □ 
people in my country feel it is important to speak 
English 
مهم ئيش ةيبنجلاا ةغلاب ملكتلا نا نويتراملاا دقتعي 
□ □ □ □ 
I want my teacher to correct all my mistakes. 
لك ححصي نأ يسردم نم ديرأ يئاطخأ □ □ □ □ 
If my teacher is a native speaker, he/she should be able 
to speak Arabic when necessary. 
ةجاحلا دنع ةيبرعلا ةغللا ةيبنجلأا يتسردم ملكتت نأ يرورضلا نم نأ 
□ □ □ □ 
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The language I am trying to 
learn is: 
 
:يه اهملعتأ نأ لواحأ يتلا ةغللا نا 
Very 
difficult 
 ًادج ةبعص 
 
 
Difficult 
 
ةبعص 
 
 
 
Medium 
Difficulty 
 ةطسوتم
ةبوعصلا 
 
 
Easy 
 
ةلهس 
 
 
 
Very 
Easy 
 
 ةلهس
 ًادج 
 
□ □ □ □ □ 
If someone spent one hour a day learning  English, how long it would take him to become fluent? 
 
  
دب ًايموي ةعاس درفلا ىضما نأةقلاطب اهمادختساو اهناقتلإ جاتحي تقولا نم مكف ةيبنجلأا ةغللا ةسار  
 
 (ةنس نم لقأ ) less than a year 
  
□ 
 (  ةنس    ( نم1-2 1-2 years  
 
 
□ 
 (  نم3- 5تاونس)  3-5 years        
 
 
□ 
 5-10 years  تاونس )   نم5-10 ( 
 □ 
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Appendix I Interview Schedule (Faculty Members) 
 
This appendix presents the interview schedule that I used with faculty members. 
The teachers’ interviews are semi-structured in nature and aimed to investigate 
the following themes: 
 Perception of language anxiety 
 Perception of the causes of language anxiety 
 Perception of the manifestations of language anxiety 
 Perception of activities that may reduce language anxiety in the classroom 
 
Teachers’ Interview Questions 
1. What is your perception on language anxiety in L2 classrooms? 
2. What do you think are the causes of language anxiety among students? 
3. How is anxiety manifested in students? 
4. What activity or activities do you think triggers anxiety among the students? 
5. What are some of the activities you use in order to reduce anxiety among 
your students? 
6. What do you think is the role of the teacher in the classroom 
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Appendix J Interview Questions (students) 
 
This appendix presents the interview questions I used with the students. 
Protocol of the semi-structured FG interview, used with college students (these 
questions were translated into Arabic as the interviews were conducted in the 
students’ mother tongue). 
Note:  
The questions are not necessarily being followed in the order given in the 
protocol. It all depends on the reciprocal give-and-take way of communicating 
with the participants while conducting the interviews. 
1. What influence, if any does anxiety has on your performance in the 
classroom? 
2. What are the effects of language anxiety on your academic performance? 
3. What are the effects of language anxiety on your social performance? 
4. What are the effects of language anxiety on your self-confidence and 
motivation to learn? 
5. Have your teachers played a role in your feelings, either good or bad, about 
your English language class? 
6. Tell me about your experience of learning English at school in terms of 
teachers, teaching method, and examinations. 
7. Please give examples of the physiological, psychological, and behavioural 
manifestations of language anxiety?  
8. What do you do when you experience any of these manifestations? 
9. Do you have any ideas of ways to make the English language class less 
stressful? 
10. How can teachers make the classroom less stressful? 
11. What are some of the coping strategies that you use to make the classroom 
environment less stressful? 
12. What role do teachers play in this process? 
13. Are there any aspects of the classroom environment that increases your 
anxiety level? 
14. What English language skills are most anxiety provoking? 
15. What classroom activities do you think increases your apprehension level? 
16. How do you think people in your classroom will react if you make mistakes? 
17. How do your classmates react when you make a mistake in the classroom? 
18. Please tell me what worries you the most in your English language class. 
19. Are there other things that disturb you about your English language class 
that you can tell me about, and how do you react to them? 
20. Please tell me what you like least about your English language class. 
21. Please tell me what you like best about your English language class. 
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Appendix K1 Example of Coded Transcript (Transcript 3: FG Interviews/ 
Number of participants: 13) 
This appendix consists of the coded transcript of the FG  interview conducted with 
13 students. The column to the right of the transcript lists the initial codes assigned 
to the text. Reference to the codes listed displays the nature or style of coding 
employed in the initial data analysis. 
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Appendix K2 Sample of Qualitative Work 
 
 
This appendix includes sample of the interview data 
Interview text derived from both students focus interviews and teachers interviews 
were initially treated as distinctive entities that once placed together yield a holistic 
picture of the phenomenon under study. Interview texts were read as a whole, 
while reading the interviews, themes emerged. I analysed these themes into 
categories, and placed the section of the interview text opposite to these 
categories. The overall data is divided into two major contexts that summarize the 
progression of the data interview data analysis chapters: micro-level context of the 
learner and macro-level analysis of the classroom.  
Categories and Descriptions 
 
 
Indicators: coded when 
interviewee said: 
Comments 
 Manifestations of language anxiety: The micro-level context of the student 
 
non-observable manifestations 
 
 
“My heart beats very fast when 
my teacher calls my name.” 
 
 
“Anxiety leads to feeling of 
uneasiness and frustration in the 
classroom. This feeling acts as 
a wall which blocks 
comprehension.” 
 
 
 
observable manifestations 
 
 
Physiological 
 
 
 
“My hands tremble; my knees 
become weak and even my 
voice shakes.” 
 
 
 
Behavioural  
“I play on my laptop instead of 
completing an on-line listening 
task or I give the impression of 
completing an activity while my 
mind wonders to things 
unrelated to what is going on in 
class”. 
 
“I am inclined to stay silent even 
though I know the answer to the 
teacher’s question”.  
 
Avoidance behaviour 
 
 
 
 
- 208 - 
 
Appendix L University of Exeter certificate of Ethical Research Approval 
Form 
This appendix presents the certificate of ethical research approval form. 
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Appendix M Students Consent Form 
 
This appendix present student’s consent form. 
You are invited to participate in this research study. The following information is provided in order to help you 
make an informed decision of whether to participate or not.  If you have any questions please do not hesitate to 
ask.  The purpose of this study is to understand Emirati college students’ experiences with Language learning 
in the UAE.  Participation or non-participation will not affect the evaluation of your performance at the college.  
You will complete a questionnaire that should not take more than 15 minutes to complete.  The items ask you 
to evaluate statements, using a 5- point Likert Scale, ranging from strongly agree to strongly disagree. Your 
participation in this study is voluntary. If you choose to participate, you may withdraw at any time by informing 
me.  Upon your request to withdraw, all information pertaining to you will be destroyed.  If you choose to 
participate, all information will be treated in strict confidence. If you are willing to participate in this study, 
please sign the statement below.   
Researcher: Rola Lababidi EDD Candidate, Exeter University  
Telephone number: 0503121820  
 Email: rlababidi@hct.ac.ae/ rl280@exeter 
I have been fully informed about the aims and purposes of the project. 
I understand that: 
 There is no compulsion for me to participate in this research project and, if I do 
choose to participate, I may at any stage withdraw my participation. 
 I have the right to refuse permission for the publication of any information about 
me. 
 Any information, which I give, will be used solely for the purposes of this research 
project, which may include publications. 
 All information I give will be treated as confidential. 
 The researcher will make every effort to protect my anonymity.  
............................………………..   
(Signature of participant)    (Date 
Data Protection Act: The University of Exeter is a data collector and is registered with the Office of the Data 
Protection Commissioner as required to do under the Data Protection Act 1998. The information you provide will 
be used for research purposes and will be processed in accordance with the University’s registration and current 
data protection legislation. Data will be confidential to the researcher(s) and will not be disclosed to any 
unauthorised third parties without further agreement by the participant. Reports based on the data will be in 
anonymised form. 
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Appendix N Students Consent Form (Interviews) 
 
This appendix present students’ consent form. 
You are invited to participate in this research study. The following information is provided in order to 
help you make an informed decision of whether to participate or not.  If you have any questions 
please do not hesitate to ask.  The purpose of this study is to understand Emirati college students’ 
experiences with Language learning in the UAE.  Participation or non-participation will not affect the 
evaluation of your performance at the college.  You will participate in a focus group interview. I will 
ask you a number of questions related to you English language experience specifically on language 
anxiety.  Your participation in this study is voluntary. If you choose to participate, you may withdraw 
at any time by informing me.  Upon your request to withdraw, all information pertaining to you will be 
destroyed.  If you choose to participate, all information will be treated in strict confidence. If you are 
willing to participate in this case study, please sign the statement below.   
Researcher: Rola Lababidi EDD Candidate, Exeter University  
Telephone number: 0503121820  
 Email: rlababidi@hct.ac.ae/ rl280@exeter 
I have been fully informed about the aims and purposes of the project. 
I understand that: 
There is no compulsion for me to participate in this research project and, if I do choose to 
participate, I may at any stage withdraw my participation. 
I have the right to refuse permission for the publication of any information about me. 
Any information which I give will be used solely for the purposes of this research project, which may 
include publications. 
All information I give will be treated as confidential. 
The researcher will make every effort to protect my anonymity.  
............................………………..   
(Signature of participant)    (Date 
Data Protection Act: The University of Exeter is a data collector and is registered with the Office of 
the Data Protection Commissioner as required to do under the Data Protection Act 1998. The 
information you provide will be used for research purposes and will be processed in accordance 
with the University’s registration and current data protection legislation. Data will be confidential to 
the researcher(s) and will not be disclosed to any unauthorised third parties without further 
agreement by the participant. Reports based on the data will be in anonymised form 
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Appendix O BALLI Results 
 
This appendix displays a summary of the BALLI results across its different components. 
 Students’ Foreign Language Aptitude Items SA 
% 
A 
% 
D 
% 
SD 
% 
Mean Standard 
Deviation 
1.  t is easier for children than adults to learn English 41 41 14 4 1.8036 0.81842 
2.  Some people are born with special ability which help 
them learn English 
20 46 23 11 2.2500 0.89949 
3.  I have a foreign language aptitude 14 34 36 16 2.5357 0.93350 
4.  Women are better than men are at learning English. 20 20 43 18 2.5893 1.00502 
5.  People who are good at math and science are not good 
at learning foreign languages 
16 21 50 13 2.5893 0.91008 
6.  It is easier for someone who speaks a foreign language 
to learn another one. 
16 61 16 7 2.2679 0.72591 
7.  People who speak more than one language are very 
intelligent. 
23 41 32 4 2.1786 0.82631 
8.  Emiratis are good at learning a foreign language 21 34 38 7 2.3036 0.89279 
 Nature of Language Learning Items 
 
9.  Learning English is mostly a matter of learning 
grammar rules. 
23 43 27 7 2.0179 0.77439 
10.  Learning English is different from learning other 
subjects. 
23 39 27 11 2.2500 0.93905 
11.  Learning English is a matter of translation to Arabic. 23 43 27 7 2.1786 0.87609 
12.  It is better to learn a language in a foreign country 34 48 14 4 1.8750 0.78769 
13.  The most important part of learning a foreign language 
is learning new words. 
45 33 12 10 1.8675 0.78745 
14.  It is necessary to know the foreign culture in order to 
learn a foreign language. 
 
21 45 23 11 2.2321 0.91435 
 Language Difficulty items 
 
15.  It is easier to read and write English language than to 
speak or understand it. 
18 52 25 5 2.1786 0.78872 
16.  t is easier to speak English than to understand it. 30 52 16 2 1.8929 0.73059 
17.   believe that someday I will speak English very well 25 50 16 9 2.0893 0.87960 
18.  Some languages are easier to learn than others 
 
16 48 21 14 2.3393 0.92002 
19.  Difficulty Level of English  
Language    
 
Very Difficult 
Medium Difficulty 
Difficult 
 
Percent t(%) 
 
20 
34 
47 
Frequency 
 
11 
19 
26 
20.  If someone spent one hour a 
day learning    English, how 
long it would take him to 
become fluent? 
less than a year 
1-2 years 
3-5 years 
5-10 years 
 
 
 
 
 
 
 
 
21 
64 
11 
4 
 
 
 
 
 
12 
36 
6 
2 
 Students’ Communication and Language Strategies Items 
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21.  It is important to speak a language with an excellent 
accent. 
27 
 
63 7 4 1.8750 0.68920 
22.  You should not say anything in English until you could 
say it correctly. 
18 34 34 19 2.4464 0.95193 
23.  . If I heard, someone speak the language that I am 
trying to learn I would go up to them so that I could 
practice speaking the language. 
16 61 16 7 2.1429 0.77292 
24.  It is ok to guess if you do not know the word in English. 14 63 18 5 2.1429 0.72434 
25.  In learning English, it is important to repeat and practice 
a lot. 
30 55 11 4 1.8750 0.74009 
26.  I feel self-conscious speaking the foreign language in 
front of other people. 
25 
 
36 21 18 2.3214 1.04633 
27.  If you are allowed to make mistakes in English, it will be 
hard to get rid of them later. 
5 
 
54 27 14 2.5000 0.80904 
28.  I want my teacher to correct all my mistakes. 25 43 21 11 2.1786 0.93628 
29.  If my teacher is a native speaker, she/he should be able 
to speak Arabic When necessary. 
25 48 23 4 2.0536 0.79589 
 Motivation Items 
30.  If I learn English very well; I will have many 
opportunities to use it with English speaking people 
36 50 9 6 1.8393 0.80401 
31.  People in my country feel it is important to speak 
English. 
40 41 9 10 1.8457 0.8754 
32.   I would like to learn English so that I can get to know 
English speaking people  better 
30 55 11 4 1.8752 0.74012 
33.  If I learn English very well, it will help me get a better job.  54 29 14 5 2.1786 0.87609 
34.   I want to learn to speak English very well. 25 44 20 11 2.1886 0.93434 
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Appendix P FLCAS Findings 
 
This appendix displays the students’ responses to the FLCAS items. 
 FLCAS Items SA 
% 
A 
% 
NA/D 
% 
D 
% 
SD 
% 
Mean Standard 
Deviation 
1.  I do not feel quite sure of myself when I am 
speaking in my foreign language class 
16 25 20 20 20 3.0179 1.38158 
2.  I don’t worry about making mistakes in 
language class 
20 31 7 25 14 2.8036 1.39375 
3.  -I tremble when I know that I'm going to be 
called on in language class 
27 25 13 14 21 2.7857 1.52213 
4.  it frightens me when I don't understand what 
the teacher is saying in the foreign language 
34 
 
25 12 23 5 2.4107 1.31808 
5.  It would not bother me at all to take more 
foreign language classes. 
41 38 7 9 5 2.000 1.15994 
6.  During language class, I find myself thinking 
about things that have nothing to do with the 
course. 
21 23 23 20 13 2.7857 1.33095 
7.  -I keep thinking that the other students are 
better at languages than I am. 
21 21 23 21 14 2.8671 1.36753 
8.  I am usually at ease during tests in my 
language class 
20 18 11 27 25 3.1964 1.9447 
9.  I start to panic when I have to speak without 
preparation in language class 
27 27 19 13 14 2.6071 1.38405 
10.  I worry about the consequences of failing my 
foreign language class 
27 27 18 14 14 2.6250 1.39561 
11.  I do not understand why some people get so 
upset over foreign language classes. 
21 23 23 23 9 2.7500 1.28275 
12.  In language class, I can get so nervous I 
forget things I know. 
25 23 14 20 18 2.8214 1.46607 
13.   It embarrasses me to volunteer answers in 
my language class. 
30 25 7 13 25 2.7679 1.60670 
14.  I would not be nervous speaking the foreign 
language with native speakers. 
20 20 
 
14 23 23 3.1071 1.47314 
15.  I get upset when I do not understand what 
the teacher is correcting. 
30 21 25 14 9 2.5000 1.30732 
16.  Even if I am well prepared for language 
class, I feel anxious about it. 
20 40 7 20 14 2.6964 1.888 
17.  I often feel like not going to my language 
class. 
16 23 7 16 38 3.3571 1.56587 
18.  I feel confident when I speak in foreign 
language class. 
29 25 7 29 11 2.6786 1.47611 
19.  -I am afraid that language teacher is ready 
to correct every mistake I make. 
20 32 11 11 28 2.9286 1.52384 
20.  I can feel my heart pounding when I'm going 
to be called on in language class 
11 30 13 11 37 3.3036 1.48837 
21.  The more I study for a test the more 
confused I become. 
27 28 15 11 20 2.6964 1.47611 
22.  I do not feel pressure to prepare very well for 
language class. 
18 9 9 43 21 2.7321 1.43326 
23.  I always feel that the other students speak 
the foreign language better than I do 
38 27 7 11 18 2.4464 1.52458 
24.  I feel very self-conscious about speaking the 
foreign language in front of other students 
20 23 18 15 25 3.0179 1.48318 
25.  Language class moves so quickly I worry 
about getting left behind 
16 30 20 18 16 2.8750 1.33570 
26.  When I'm on my way to language class, I 
feel very sure and relaxed 
20 18 14 32 16 3.0714 1.39944 
27.  I get nervous and confused when I am 
speaking in my language class. 
38 29 6 25 2 2.7679 1.30720 
28.  When I'm on my way to language class, I 
feel very sure and relaxed 
20 18 14 32 16 3.0714 1.39944 
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29.  I get nervous when I do not understand 
every word the language teacher says. 
27 38 13 9 13 2.4285 1.31919 
30.  I feel overwhelmed by the number of rules I 
have to learn to speak a foreign language. 
21 
 
29 21 18 11 2.67866 1.29484 
31.  I am afraid that the other students will laugh 
at me when I speak the foreign language 
18 16 13 25 29 3.3036 1.48837 
32.  I would probably feel comfortable around 
native speakers of the foreign language 
38 21 16 14 11 2.3929 1.39712 
33.  I get nervous when the language teacher 
asks questions which I have not prepared in 
advance. 
27 38 14 9 13 2.6964 1.38721 
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Appendix Q CUCEI Findings 
 
This appendix gives a summary of students’ responses on the CUCEI. 
CUCEI Items SA 
% 
A 
% 
D 
% 
SD 
% 
Mean Standard 
Deviation 
  Personalization Items  
 
1.The teacher considers my feelings 25% 30% 24% 21% 2.3393 1.08337 
  27% 32% 21% 20% 2.3393 1.08337 
2.        The teacher is friendly and talks to me 
3.        The teacher gets out of his/her way to help me 26% 32% 23% 19% 2.375 1.07132 
4.        The teacher helps  me when I am having trouble with my 
work 
25% 32% 23% 20% 2.375 1.0713 
5.        The teacher moves around the classroom 38% 34% 10% 18% 2.0893 1.10003 
6.        The teacher is interested in my problems 25% 30% 24% 21% 2.4107 1.09173 
7.        The teacher is unfriendly and inconsiderate towards me 27% 31% 22% 20% 2.3571 1.08592 
Cohesiveness 
 
8.        students’  do know each other well 29% 30% 21% 20% 2.25 1.08293 
9.        Students’ know each other by their first name. 
 
 
25% 30% 23% 22% 2.4107 1.09173 
10.     make friends easily in the classroom 24% 40% 20% 16% 2.2857 1.02184 
11.     Do not get much chance to know their classmates 22% 32% 21% 
 
 
  
25% 2.5 1.09545 
12.     It takes a long time to know each other 20% 25% 20% 25% 2.5179 1.05298 
13.     Students in my class have the chance to know their 
classmates well 
30% 32% 20% 18% 2.25 1.08293 
14.     students’ are not interested to know their classmates in 
the classroom 
27% 19% 23% 31% 2.3929 1.10665 
Task Orientation 
 
15.     Know what needs to be done in class 32% 41% 14% 13% 2.0714 0.98824 
16.     Getting work done in class is important 27% 29% 23% 21% 2.3929 1.10665 
17.     Get side-tracked in class 32% 32% 18% 18% 2.2143 1.9069 
18.     The class is disorganized 40% 31% 11% 18% 2.0714 1.10958 
19.    The class assignments are clear 30% 32% 27% 11% 2.1786 0.99283 
20.    The class starts on time 20% 34% 21% 25% 2.5179 1.07857 
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21. Activities are clearly and carefully planned 29% 38% 20% 13% 2.1954 1.01658 
Cooperation 
 
22.     students’ cooperation with each other while doing their 
assignments 
27% 32% 16% 25% 2.3929 1.13904 
23.     students’ sharing their books and resources while doing 
their assignments 
21% 31% 
 
 
 
18% 30% 2.5714 1.14188 
24.     students’ working with each other on the projects 26% 32% 21% 21% 2.3929 1.0901 
25.     students’ learning from each other 16% 34% 21 29% 2.625 1.07132 
26.     students’ working with each other in the classroom 23% 32% 23% 22% 2.4286 1.07631 
27.     students’ cooperation with each other on class activities 18% 25% 23% 34% 2.7321 1.11992 
28.     students’ working with each other to achieve goals 28% 38% 20% 14% 2.1964 1.01658 
  Individualization Items  
29.     I am expected to do the same as all students 29% 32% 23% 16% 2.2679  1.05298 
30.     I am allowed to work at my own space 25% 48% 16% 11% 2.125  0.98675 
31.     I have a say in how class time is spent 24% 30% 25% 21% 2.4464   1.07736 
32.     I am allowed to choose activities and how I will work 25% 32% 29% 14% 2.3214  1.01098 
33.     Teaching approaches in the classroom allow me to 
proceed at my own pace 
23% 32% 23% 22% 2.4286 1.07631 
34.     I have opportunities to pursue my interests in the 
classroom 
20% 32% 23% 25% 2.5357 1.07812 
35.     The teacher decides what I will do in the classroom 13% 40% 25% 23% 2.5893  0.98676 
Equity 
36.     The teacher gives as much attention to my questions as 
other students’ questions. 
23% 27% 25% 25% 2.6071 1.00324 
37.     I get the same amount of help from the teacher as do 
other students 
20% 32% 25% 23% 2.5179 1.06158 
38.     I am treated as other students in the classroom 23% 29% 21% 27% 2.5179 1.12801 
39.     My work receives as much as praise as other students do 36% 28% 11% 25% 2.25 1.19469 
40.     I get the same opportunity to answer questions as other 
students 
23% 27% 25% 25% 2.5179 1.11177 
41.     I receive the same amount of encouragement as other 
students 
32% 29% 14% 25% 2.3214 1.17716 
42.     I have the same amount of say in this class as other 
students  
 
 
 
 
20% 27% 23% 30% 
 
 
 
 
 
  
2.6429 1.1189 
Innovation 
 
43.     implementation of new ideas in the classroom 25% 30% 23% 22% 2.4107 1.09173 
44.     teacher’s using new and different ways of teaching in the 
classroo 
20% 30% 18% 32% 2.625 1.13718 
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45.     The teacher think up innovative activities for me to do 30% 30% 16% 24% 2.3214 1.09722 
46.     The teaching approaches used in this class is characterized 
by innovation and variety 
21% 32% 21% 25% 2.5 1.09545 
47.     Seating in this class is arranged in the same way each 
week. 
25% 30% 23% 21% 2.4107 1.09173 
48.     The teacher often thinks of unusual activities 25% 30% 22% 22% 2.3214 1.09722 
49.     I seem to do the same type of activities in every class 30% 32% 25% 13% 2.2679 1.05298 
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Appendix R1-Observation Checklist 
 This appendix provides a sample of observation checklist 
 
 
 
Code Categories + - Examples 
A
c
a
d
e
m
ic
  
S
u
p
p
o
rt
 (
A
S
) 
         
The teacher helps the students when they are having 
trouble with their works 
   
The teachers goes out of  her way to help students    
The seating arrangement facilitated learning    
 The teacher thinks up innovative activities for the 
students to do  
   
Activities were clearly and carefully planned     
  Class started on time     
  Class assignments were clear    
Class atmosphere was warm, open and accepting    
The students were allowed to work at their own pace    
   
 T
e
a
c
h
e
r-
S
tu
d
e
n
t 
In
te
ra
c
ti
o
n
 
(T
S
) 
      
The teacher considers the students’ feelings    
The teacher is friendly and talks to the students    
The teacher praised the students’ works    
The teacher gave equal attention to the students’ 
questions 
   
The teacher moves around the classroom to talk with 
the students 
   
 
S
tu
d
e
n
t-
s
tu
d
e
n
t 
In
te
ra
c
ti
o
n
 
(S
S
) 
 Students in this class know one another    
The students cooperate with each other    
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Appendix R2 Observations Codes and Categories of one of the Observed 
Classes (C1) 
 
This appendix provides a sample of observation data analysis. 
 
The occurrences and type of student-teacher interaction during the observation session were 
coded under the following main categories: academic support (AS), student-student 
interaction (SS), teacher- student interaction (TS). 
Code       Categories 
                    Academic  Support   Examples 
 
AS 
 
 
 
 
 
 
 
 
 
 
 
The teacher helps the students 
when they are having trouble with 
their works 
One- on- one or referring students for extra help 
The teachers goes out of  her way 
to help students 
Stops the lesson to discuss any ambiguities. 
The seating arrangement facilitated 
learning 
Students were seated in a semi-circle which facilitated more 
communication vs. row seating 
 The teacher thinks up innovative 
activities for the students to do  
The use of digital learning in the classroom 
Activities were clearly and carefully 
planned  
Handouts and worksheets were clearly written. 
  Class started on time  The teacher starts the class on time, but some of the 
students were late. 
  Class assignments were clear The teacher went to great length to give out clear 
assignments ( oral and written) 
Class atmosphere was warm, open 
and accepting 
Non rigid approach, friendly and cheerful 
The students were allowed to work 
at their own pace 
The students were given extra time to finish their in-class 
activities. For projects and assignment, students had to stick 
to specified dates. 
Teacher-Student Interaction 
TS 
 
 
 
 
 
 
The teacher considers the 
students’ feelings 
The teacher  were considerate, empathetic and sensitive 
towards students concerns 
The teacher is friendly and talks to 
the students 
The teacher exhibited a friendly attitude in and out of class. 
The teacher praised the students’ 
works 
Positive reinforcement verbal and bonus points were 
frequently given to praise and encourage students to do their 
best. 
The teacher gave equal attention to 
the students’ questions 
Most of the time, the teacher was attentive to students’ 
questions  
The teacher moves around the 
classroom to talk with the students 
Most of the time the teacher  moved around the classroom to 
check on their students’ work whether they were engaging in 
individual, paired or group work. 
Student-student Interaction 
SS  Students in this class know one 
another 
The students know each other’s name.  
The students cooperate with each 
other 
The students exhibited a high level of corporation among 
each other. 
The students were sometimes tolerant toward each other. 
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Appendix S Observable and Non-observable Manifestations 
 
This appendix provides examples of students’ manifestation of anxiety. 
 
n
o
n
-o
b
s
e
rv
a
b
le
 
m
a
n
ife
s
ta
tio
n
 
  
Fear 
Nervousness 
Lowered self confidence 
Inability to retrieve information 
P
s
y
c
h
o
lo
g
ic
a
l 
S
y
m
p
to
m
s
 
O
b
s
e
rv
a
b
le
 M
a
n
ife
s
ta
tio
n
 
  
 
Tremors 
Blushing 
A blank or confused expressions 
Nervous laughter 
P
h
y
s
io
lo
g
ic
a
l 
S
y
m
p
to
m
s
 
Tardiness 
Recurrent absences 
Sitting in the back row 
Evading eye contact 
Giving very short answers 
Engaging in activities that are not related to the lesson in an effort to 
divert teachers’ attentions: laptop, reading a book, talking to peers… 
 
B
e
h
a
v
io
u
ra
l  S
ig
n
s
 
 
